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Abstract
The problem at the local site was a gap in practice in that teachers were not using
culturally responsive pedagogy (CRP) in their delivery of lessons, which may have
contributed to an achievement gap between European American and Asian American
students and African American and Latinx students. This problem was important because
local ACT results indicated that a significant achievement gap existed between these
student populations. The purpose of this study was to investigate teachers’ use of CRP,
which may serve to mitigate the achievement gap. The conceptual framework for this
study was self-determination theory. The research questions focused on high school
teachers’ perceptions of culturally responsive pedagogy at the study site and high school
teachers’ understanding of their ability to implement CRP effectively. Data were
collected using a case-study approach consisting of 11 semi-structured interviews and
document analysis of teachers’ lesson plans. Interviews and documents were transcribed,
coded, and analyzed to identify emerging themes. Results of the study indicated that most
teachers believed that CRP was an effective way to mitigate the achievement gap, but
they had little understanding of what CRP was. Further, training provided by the local
district has been inadequate in meeting teachers’ cultural competency needs. As a result
of the study, a 3-day professional development seminar was created to teach teachers
effective implementation of CRP. Positive social change may result from the research
and professional development as it may mitigate the achievement gap for linguistic and
ethnically diverse students at the local study site.
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Section 1: The Local Problem
Introduction
The problem investigated at the local study site was a gap in practice in that
teachers were not implementing Culturally Responsive Pedagogies (CRPs) adequately.
This problem was significant because this gap in practice may have contributed to an
achievement gap between European American and Asian students and African American
and Latinx high school students. Evidence of this problem was found in the study site's
school district 5-year strategic plan in which the superintendent of schools directed all
teachers to enhance their understanding of cultural competency and CRP to improve
student achievement for all learners. According to teacher observation notes taken by the
study site's principal, teachers struggled to implement CRP. This problem can be situated
in the larger field of education; as Jacobs (2019) points out, many teachers struggle to
meet their diverse students' needs due to a lack of training in their teacher preparation
programs. Further, predominately European-American teachers from middle-class
backgrounds have historically found it challenging to make connections with students of
color and make sense of the urban context in which many teachers find themselves
(Jacobs, 2019). To address the gap in practice the local school district required teachers at
the study site to participate in a professional development webinar concerning equity and
implicit bias. Most teachers at the local study site found this training to be ineffective.
Additional evidence of the problem can be seen in the study site's School
Organizational Team's minutes, which indicated that most teachers at the study site did
not understand what CRP was or how to implement CRP into their curriculum. The

2
evidence that justified that this problem was meaningful to the local setting was
established by examining the study site's School Performance Plan. An analysis of the
document revealed a discrepancy between European American and Asian students and
African American and Latinx high school students on the 11th grade ACT exam. Thirtyone percent of African Americans and 58% of Latinx students met college readiness
benchmark scores compared to 69% of European American and 86% of Asian students,
as reported on the ACT Profile Report for the 2016-2017 state testing of Grade 11
students.
Initial findings that justified that addressing this problem was meaningful to the
education profession were found in the current literature, which pointed out the nation's
classrooms have continued to diversify ethnically, linguistically, economically, and in the
number of students with special needs. Ethnically and linguistically diverse students are
likely to be taught by teachers who do not share their culture and, consequently, do not
understand their students' lived experiences (Siwatu, Chesnut, Alejandro, & Young,
2016). A cultural schism between students and their teachers may have resulted in lowperformance expectations, which may have contributed to the persistent achievement gap.
Unfortunately, many principals and teachers have had little training in CRP in their
preparation programs, and as a result, they do not know how to effectively implement
CRP (Mette, Nieuwenhuizen, & Hvidston, 2016). As the achievement gap continues to
grow, many education scholars have called for teacher preparation programs to teach
their students about cultural diversity and pedagogical approaches that consider students'
cultural backgrounds such as CRP (Siwatu et al., 2016). Despite their best efforts, a
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disconnect between what is taught in the university regarding CRP and what is actually
done in the classroom exists (Ahmed, 2019). The discrepancy may be due to various
factors such as an emphasis on high-stakes testing, lack of teacher preparation time, and
teachers not understanding the need for CRP.
Rationale
Justification for choosing the problem for this study, which was a gap in practice
in teachers not adequately using CRP in their curriculum, came from the desire to
mitigate the achievement gap for linguistic and ethnic minority students. Jacobs (2019)
pointed out that predominately European American middle-class teachers are not
prepared to meet diverse student populations' needs. This cultural disconnect may
contribute to an achievement gap. Data supporting this problem included the study site's
Equity and Diversity Education Department director, who pointed out that the
achievement gap may stem from the lack of CRP in the classroom. To address the
achievement gap, the study site's district Equity and Diversity Education Department
delivered professional development training to district principals concerning the
implementation of CRP. Several stakeholders who thought the problem of a gap in
practice in teachers not adequately using CRP was important included the district
superintendent, director of equity and diversity education and the study site's principal.
There may be several reasons why an achievement gap exists, including a lack of caring
relationships between students and their teachers and chronic student absenteeism
(Hancock, Gottfried, & Zubrick, 2018). The purpose of this study was to investigate
teachers' use of CRP.
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Definition of Terms
Cultural content integration: The process by which teachers integrate
multicultural perspectives into the formal curriculum and instruction, particularly cultural
points of view that are underrepresented or not represented at all (Matthews & López,
2019).
Culturally responsive dispositions: The teachers' attitudes and inclinations that
help them meet the needs of diverse learners, such as the use of diverse content, culture
of equity, and level of comfort working with diverse students (Williams, Edwards, Kuhel,
& Woong Lim, 2016).
Culturally responsive pedagogy: A student-centered teaching approach that
recognizes the importance of the students' culture in teaching. The pedagogy is designed
to promote student engagement, enrichment, and achievement of all students by
identifying and appreciating the students' diverse cultural backgrounds and lived
experiences (Samuels, 2018).
Empathy: An essential component of teacher-student relationship building is
teachers' beliefs about students and their families and what teachers do in the classroom
(Warren, 2018).
Self-determination theory: A theory of human motivation that posits that intrinsic
motivation is achieved when three psychological factors are met, the need for
competence, need for autonomy, and need for relatedness (Klaeijsen, Vermeulen, &
Martens, 2018).
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Significance of the Study
The problem that the study addressed was a gap in practice at the local site where
teachers were not adequately using CRP in their curriculum. This problem was worthy of
research because a better understanding of the problem could lead to pedagogical
approaches and strategies that have the potential to lessen the achievement gap. This
research's main benefactors are linguistically and ethnically diverse students who had
fallen academically behind European American and Asian colleagues. The achievement
gap has been a persistent problem at the local study site, as indicated by the most recent
ACT data. This doctoral project study led to the creation of a 3-day professional
development seminar to train teachers in the use of CRP at the local study site.
Research Questions
The problem investigated at the local setting was a gap in practice that teachers
were not adequately implementing CRPs, which may have contributed to an achievement
gap between European American and Asian students and African American and Latinx
high school students. This qualitative study aimed to investigate teachers' use of CRP to
support the achievement of all students. To address the problem by fulfilling the study's
purpose, I collected data using semi-structured interviews that explored teachers'
perceptions of CRP and document analysis of teachers' lesson plans. This qualitative
doctoral study was guided by two research questions (RQs):
RQ1: What are high school teachers' perceptions of CRP at the study site?
RQ2: What are high school teachers' understanding of their ability to implement
CRP effectively?
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Review of the Literature
The phenomenon that I investigated in this research project was teachers' use of
CRP. CRP is a student-centered pedagogical approach that connects students' schooling
and their home culture. Culturally responsive teachers use their students' culture as a
vehicle to elicit academic achievement (Ladson-Billings, 1995). CRP is designed to
promote the success of all learners regardless of race, ethnicity, gender, sexual
orientation, language proficiency, able-mindedness/body, or socioeconomic class through
the nurturing of their unique cultural strengths, as well as reaffirming their unique lived
experiences and contributions (Farinde-Wu, Glover, & Williams, 2017; Samuels, 2018).
Additionally, what teachers know and believe about their students are essential factors in
CRP's success in raising student achievement because this knowledge helps to mitigate
cultural disconnects between teachers and their learners (Samuels, 2018). Effective
culturally responsive teachers demonstrate several competencies as they teach diverse
learners. These competencies include empathy for the student, their families, and
community; reflective practice; and knowledge of other cultures (Farinde-Wu et al.,
2017; Warren, 2018).
The racial make-up of the United States is changing at a significant rate.
According to the 2010 U.S. Census in the period between 2000 and 2010, the African
American population has grown 12.3%, Latinx have grown 43% while European
American growth remains relatively flat (Oliver & Oliver, 2013). As the nation's students
have continued to diversify, its teaching force has remained relatively unchanged. The
majority of teachers continue to be middle class, white and female (Matias & Mackey,
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2016). By way of comparison, African American teachers only make up 7% of the
overall teaching force, consisting of 5% female and 2% male (Bean-Folkes & Ellison,
2018). Between 1987–1988 and 2007–2008, the proportion of minority students grew
from 28% to 40.6%, yet the number of minority teachers only grew from 12.4% to only
16.5% (Billingsley et al., 2019). The racial discrepancy between teachers and their
students may be contributing to the achievement gap in American schools (Egalite,
Kisida, & Winters, 2015). The achievement gap could be due in part to teachers who are
unable or unwilling to build relationships with their students, families, and the
community. CRP may be a way to mitigate the achievement gap between diverse learners
and the dominant culture.
Conceptual Framework
The phenomenon that I investigated was teachers' use of CRP. The conceptual
framework of this study was self-determination theory (SDT). I considered other
conceptual frameworks to guide the study, such as self-efficacy theory and identity
formation theory. Self-efficacy theory was not chosen because self-efficacy relates to
how well a person believes they can carry out a task at any given time (Gutiérrez &
Narváez, 2017). However, the theory does not adequately explain how teachers form new
values and beliefs to increase intrinsic motivation necessary to adopt new pedagogical
approaches. Identity formation theory states that people form their identities through
feedback from the outside world to develop their sense of self (Todd & Zvoch, 2019).
This theory was not chosen because the study’s purpose was to investigate teachers' use
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of CRP and not how they saw themselves as culturally competent educators. Therefore, I
chose SDT as the guiding framework for the study.
SDT was first postulated by Ryan and Deci (2000) and refers to an approach to
human motivation that explains how extrinsic motivation and social context could be
transformed into intrinsic motivations. The word motivation means "moved to act" (Ryan
& Deci, 2000), and the factors that move individuals are influenced by context. Extrinsic
motivation comes from outside of the self; it is motivation built upon the avoidance of
punishment or the pursuit of rewards, and it may also develop from feelings of guilt,
shame, or unworthiness (Shen et al., 2015). Intrinsic motivation may be "one of the most
important psychological concepts in education" (Goldman, Goodboy, & Weber, 2017, p.
168). Intrinsic motivation involves engaging in an activity for its own sake. The activity
may be done for sheer enjoyment or personal interest, usually without reinforcement or
other coercive forces (Shen et al., 2015). SDT is built upon the idea of internalization and
describes how a person forms new values, beliefs, and sources of intrinsic motivation
when psychological needs of relatedness, autonomy, and competence are met (Ryan &
Deci, 2000). Relatedness is the result of interpersonal closeness. It is the fulfillment of
the need to be cared for and care for others; in other words, it is the desire to be
connected to other people (Van den Berghe, Cardon, Tallir, Kirk, & Haerens, 2016). The
need for autonomy refers to a person's desire for control when engaged in an activity; this
involves the availability of choice in a person’s behaviors and beliefs (Marshik, Ashton,
& Algina, 2017). Competence is a person's perception that they have the ability and skills
to accomplish a given task or outcome; in other words, competence is akin to self-
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efficacy (Marshik et al., 2019). When all three psychological factors have been met,
individuals tend to be intrinsically motivated, resulting in positive behaviors and
outcomes. These behaviors may have significant consequences for educators and the
students they teach.
Marshik et al., (2017) have shown that teachers whose psychological needs of
relatedness, autonomy, and competency are met, in turn, positively influence their
students' psychological needs. This may result in higher levels of students' intrinsic
motivation and achievement. Students who have a high degree of intrinsic motivation are
associated with positive educational and psychological outcomes such as:
•

long-term academic achievement,

•

a greater understanding of concepts,

•

less anxiousness associated with homework and other academic areas,

•

more persistence,

•

lower dropout rates,

•

and fewer instances of skipping school (Froiland & Worrell, 2016).

Further, teachers who demonstrated high levels of motivation and efficacy tend to exhibit
higher levels of innovative behavior, which according to Klaeijsen et al. (2018) was "the
internal creation, introduction, and application of new ideas within a work role, group or
organization, in order to benefit role performance, the group or the organization" (p. 770).
In other words, teachers with high levels of intrinsic motivation are more likely to
embrace new pedagogies, approaches, and ideas, and generally have a higher degree of
overall well-being.

10
The connection between SDT and the study's purpose, which was to investigate
teachers' use of CRP to support the achievement of all students, is that when a teachers'
psychological needs of relatedness, autonomy, and competence are met, they are more
likely to implement new and innovative teaching approaches. The logical connection
between the main elements of SDT can be seen in the relationship between autonomy and
competence, as these two elements have been shown to work synergistically to increase
intrinsic motivation (Ryan & Deci, 2000). While relatedness was significant in the school
setting, it may be less critical than autonomy and competence, as some individuals may
engage in solitary intrinsically motivated actions (Ryan & Deci, 2000). When teachers
feel that they can make independent decisions about curriculum, teaching materials, and
pedagogy, they are more likely to feel efficacious about their teaching, leading to higher
student achievement and positive student psychological outcomes.
SDT as a conceptual framework was appropriate to address the problem, which
was a gap in practice in that teachers were not adequately using CRP in their culturally
and linguistically diverse classrooms. This gap in practice may be one of the causes of the
achievement gap between European American and Asian students, and other students of
color. This framework was suitable for this study because it helped me to understand why
some teachers were not motivated to implement CRP in their classes. SDT was
appropriate to carry out the purpose, which was to investigate teachers' use of CRP
because many teachers saw CRP as an unfamiliar teaching approach. To effectively
implement CRP, teachers needed to possess a high degree of intrinsic motivation.
Intrinsic motivation satisfies the psychological needs of relatedness, autonomy, and
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competence (Abós, Haerens, Sevil, Aelterman, & García-González, 2018). SDT was an
appropriate conceptual framework to answer the following research questions:
RQ1: What are high school teachers' perceptions of CRP at the study site?
RQ2: What are high school teachers' understandings of their ability to implement
CRP effectively?
SDT was a useful lens to examine teachers' perceptions of CRP because teachers who
demonstrated a high degree of intrinsic motivation were more likely to try new and
innovative approaches. In other words, teachers who enjoy their work, feel a sense of
autonomy and efficacy, and who were supported are much more likely to engage in new
ideas (Klaeijsen et al., 2018).
Review of the Broader Problem
The broader problem in the education field is that there is a gap in practice in
teachers who are not effectively using CRP in their curriculum. This gap in practice may
be contributing to an achievement gap between European American and Asian students
and African American and Latinx high school students. Many diverse students,
particularly in urban school districts, are taught predominately by White middle-class
women who may have trouble teaching diverse students (Jacobs, 2019; Sleeter, 2017).
Consequently, many students of color are not afforded the opportunity to learn from
teachers who effectively implement CRP (Byrd, 2016). The gap in practice may have
several causes. One cause may be attributed to teachers who received minimal training
(i.e., 1-2 classes as part of a teacher preparation program) in CRP, multiculturalism,
teaching English language learners, and social justice teaching (Sleeter, 2017). The lack
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of preparation may have resulted in teachers' inability to build effective relationships with
students of color.
Further, teachers may have a limited understanding and belief in CRP's efficacy to
raise the achievement of diverse learners (Neri, Lozano, & Gomez, 2019). As a result of
the emphasis on standardized testing, constructivist approaches such as those found in
CRP are eschewed in favor of direct instruction, which is thought to be directly correlated
to higher test scores (Jacobs, 2019). Additionally, some teachers have incomplete
knowledge of CRP and erroneously believe CRP consists of little more than superficial
cultural celebrations (Byrd, 2016). The broader problem of a gap in practice is
meaningful to the local setting because many teachers did not effectively implement
CRP. This gap in practice may have caused an achievement gap between European
American and Asian students and African American and Latinx high school students.
The goal for teachers in instituting CRP is to examine what is working with
culturally and linguistically diverse students as opposed to what is not. To do this,
culturally responsive teachers use approaches that increase student achievement, critical
consciousness, and knowledge of self and others (Nash, 2018). The lens through which
CRP is analyzed is based upon the work of Gay (2018), who asserted CRP consists of
four major components: caring, communication, curriculum, and instruction. The
following literature review covers the role of caring and empathy in CRP, which include
culturally responsive communication and culturally responsive instruction.
I accomplished the search for recent and seminal literature that guided this study
by accessing research in databases contained primarily in the Walden University Library.
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This study leveraged academic and internet search engines such as Education Source,
ERIC, Sage Journals, EBSCOhost, and Google Scholar. Limiting search parameters
consisted of scholarly/peer-reviewed journals, published dates focused on research from
2015-2020, and articles published in English. For seminal works, I applied no limiters
related to the dates of the published works. The search terms used to provide a
comprehensive review of the literature included: culturally responsive pedagogy,
culturally relevant pedagogy, culturally responsive teaching, culturally relevant
teaching, cultural disconnect and education, teacher and student relationships, teacher
and student trust, teacher empathy, teacher caring, teacher and student communication,
multi-cultural education, culturally responsive communication, culturally responsive
curriculum, culturally relevant caring, culturally responsive dispositions, culturally
relevant assessment, asset-based pedagogy, cultural content integration, language
diversity, critical language awareness, language discrimination, critical race theory,
critical pedagogy, opportunity to learn, achievement gap, opportunity gap, cultural
competence, constructivism, student-centered teaching, and authentic assessments. The
literature searches involved different combinations of the identified terms using Boolean
phrases including "and," "or," "not," as well as the use of truncation to broaden results as
needed. Capitalizing on literature discovered in the search, the following sections
emphasized the complexity of the study related to CRP and the divergent theories used to
explain the phenomenon.
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The Role of Caring and Empathy in Culturally Responsive Pedagogy
Positive relationships between students and teachers are an important aspect of
student achievement. According to Flint, Dollar, and Stewart (2019), students who have
had positive relationships with their teachers in high school experience higher confidence
levels, are less likely to drop out of school, and are generally more confident about their
chances for gainful employment after high school. Teacher and student interactions are at
the core of learning and caring about students in its most basic form is about how
teachers relate to their students. Caring consists of teachers' attitudes, values, and beliefs
about students expressed both verbally and nonverbally. They are a "point of
convergence" between what a teacher believes and how teachers interact with students
(Jensen, Whiting, & Chapman, 2018; Williams et al., 2016). In other words, caring for
students as people includes honoring them as human beings, having positive interactions
with them, and setting high expectations. Caring for students should be transformed into
actions for caring to achieve culturally diverse students (Gay, 2018). A recent qualitative
study focused on the life stories of four African American female middle school teachers;
the researchers learned that culturally responsive caring should be the foundation of
teaching and learning (Williams, 2018). Lane (2018) found similar outcomes. In her
analysis of African American feminist curricula, in-class video footage, student artifacts,
and interviews with African American female students, her research indicated that
students felt that their teachers were emotionally distant. Teachers did not view students
of color as a good investment of time or deserving of their affection. With small sample
sizes in both studies and the use of convenience sampling, the study results may not be

15
generalizable beyond the study site. Nonetheless, they indicate that authentically caring
for students is another component of student achievement.
When teachers authentically care for their students, students are more likely to be
academically successful. A recent study of 7th and 8th grade Latinx students revealed
authentically caring relationships are the foundation of CRP for Latinx students, and
students need interpersonal relationships in addition to academic instruction to be
successful (Newcomer, 2018). Further, the study results indicated that many students felt
attended to when their teachers expressed care, concern, and love for them. Additionally,
students indicated that teachers who supported their academic needs were considered
more caring, and finally, empathy played an important role in demonstrating teachers'
caring (Newcomer, 2018). Because the researcher only observed two classes, the study's
results should be analyzed critically. The data collected may not be generalizable beyond
the two classes observed.
Nganga, Kambutu, and Han (2019) demonstrated that caring relationships
positively impact African American students. In a recent phenomenological qualitative
study of 33 high school students of color, researchers sought students' opinions regarding
practical pedagogical approaches that would help close the achievement gap. According
to Nganga et al. (2019), students believed culturally relevant teaching practices and
resources taught in schools with caring teachers could be a viable solution. Additionally,
Latinx students were shown to be motivated when their teachers authentically cared for
them (Stewart, Babino, & Walker, 2017). In addition to caring relationships, empathy
may play an essential role in raising student achievement for diverse learners.
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Empathy is an important disposition in CRP because empathy allows teachers to
develop relationships with their students, students' families, and the community, which
may result in higher student achievement (Peck, Maude, & Brotherson, 2015). FarindeWu e al. (2017) examined the teaching strategies of seven award-winning teachers in
urban schools who employed CRP in their classrooms. An analysis of the data revealed
teachers who used CRP possessed cultural dispositions, such as having a deep knowledge
of other cultures. They should also be reflective practitioners who continuously monitor
and critically appraise their attitudes and beliefs about the cultures they teach and be
cognizant of cultural frames of reference. Finally, teachers should be caring and
empathetic with students of other cultures (Warren, 2018). Empathy can be broken down
into two main categories: empathic concern and empathic perspective-taking. Empathic
concern is when teachers feel sympathy and compassion for their students. At the same
time, empathic perspective-taking is the application of empathy when dealing with
others; perspective-taking enables teachers to develop students' knowledge (Warren,
2018). Teachers who demonstrate knowledge of their students as individuals may be able
to connect with them more effectively, forming relationships that could translate into
higher student achievement.
The empathetic teacher can understand their classroom from the students'
perspective (Rychly & Graces, 2012). Empathetic teachers build trusting relationships
with their students. These relationships reflect what teachers know and believe about
their students and families and guide them in the classroom (Warren, 2018). In other
words, empathetic teachers demonstrated their cultural awareness through their actions,
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such as choice of curriculum, pedagogical decisions, and language choices. Teachers who
fail to develop robust knowledge of students and to practice empathy may produce a
variety of negative consequences such as unnecessary remediation, excessive discipline,
and equating the students' disruptive behavior and low academic performance to defects
in the child's home life and community (Williams et al., 2016). In a study of 18
educators, Peck et al. (2015) found that empathetic teachers embrace inclusion, are
responsive to students' and families' needs, accept and respond to students' cultures, and
engage students and families in meaningful conversations. With a small sample size of
homogeneous teachers, the study's results may not indicate all approaches to
demonstrating empathy. A need exists to teach preservice and classroom teachers
empathy. Several factors have impeded research in understanding empathy. Some of
these factors include multiple definitions of empathy, the purposes of empathy research,
difficulties in measurement tools, and the limited number of empathy studies (Bouton,
2016). Unfortunately, many teachers' dispositions and classroom behaviors do not align
with the theories that support CRP. As a result, some students have not realized their
educational potential (Gay, 2018). Caring and empathy are two critical aspects of CRP,
but how language is perceived and utilized by the teacher may also be an essential aspect
of teaching diverse students.
Culturally Responsive Teachers and Student Communication
As classrooms across the nation continue to diversify, teachers should recognize
that many students come to school speaking variations of Standard American English
(SAE) such as those used by speakers of African American Vernacular English (AAVE)
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and English learners. Moreover, while these are not the only variations of SAE, AAVE,
and English learners make up the majority of research studies and focus on national
achievement trends (Scott & Venegas, 2017). The way students express themselves using
written and verbal communication is essential because it is a form of cultural shorthand in
which a person's thoughts and ideas are expressed. Embedded in students' language are
cultural values and ways of knowing, which may influence how students complete
learning tasks. When a teacher does not understand their students' communication style,
including procedural protocols, etiquette, and discourse, misunderstandings may occur. In
turn, these misunderstandings could result in teachers not fully understanding what
students know and are able to do (Gay, 2018). Further, SAE usually reflects the school's
dominant group's values, which tend to be European American, middle-class native
English speakers (Dunstan & Jaeger, 2015). Teachers' denial of students' culture and
language and the constant push towards SAE may cause some students to disengage from
school, resulting in lower student achievement. Consequently, CRP may be necessary for
the academic success of language minority students (Scott & Venegas, 2017). However,
some scholars emphasize the need for students to read and write well in SAE as this is an
essential aspect of educational and economic assimilation (Martirosyan, Hwang, &
Wanjohi, 2015). Some teachers hold a personal bias against students who do not speak
SAE.
Sometimes teachers judge their students' level of education based on how well
students conform to SAE. However, according to Dannenberg and Dredger (2016),
language does not determine aptitude, and language bias may reinforce existing power
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structures. Teachers' bias can be seen in how national assessments of students'
mathematics aptitude may be associated with a linguistic bias, including the use of
unfamiliar words, phrases, and grammar. Unfamiliar vocabulary could lead to
underperformance of linguistically diverse students (Newkirk-Turner & Johnson, 2018).
Further, several studies have shown that teachers in K-12 education are unaware of
dialect diversity and linguistic prejudice of nonstandard English. When minority students
use vernacular dialects in school, teachers form negative opinions (Godley, Reaser, &
Moore, 2015). This deficit perspective can be seen with speakers of AAVE, which results
in many teachers perceiving African American students as culturally and linguistically
deficient (Peele-Eady & Foster, 2018). Because of the perception of AAVE, many
African American students find themselves at an academic and linguistic disadvantage
compared to SAE speakers. A recent study indicated that students who speak a
stigmatized English dialect may feel they have barriers to overcome in school that
include public speaking challenges. Speakers of AAVE are viewed negatively by teachers
because of dialectical differences (Dunstan & Jaeger, 2015). Therefore, teachers who
know language variation and who implement cultural and linguistic pedagogies are better
suited to teach diverse students and reduce achievement gaps for linguistically diverse
students (Mallinson & Hudley, 2018). Many teachers do not understand the needs of
linguistically diverse students.
According to Gupta (2010), many teachers have a deficiency of knowledge and
understanding concerning linguistically diverse students' educative needs. Some of the
problems include inadequate knowledge of AAVE's linguistic features and lack of

20
pedagogical skills to address issues related to AAVE. Lack of knowledge of linguistic
diversity could lead to erroneous beliefs about learners. Because teachers' beliefs directly
impact student learning and behavior, misconceptions that teachers hold should be
addressed (Mellom, Straubhaar, Balderas, Ariail, & Portes, 2018). However, as Godley et
al. (2015) and Scott and Vengas (2017) have shown, with proper professional
development, teachers can develop critical language awareness that includes an
appreciation for dialect diversity and codeswitching.
Additionally, Peele-Eady and Foster (2018) indicated that instruction and
interactions with African Americans should include tolerance of the students' home
language dialect and community practices. Teachers should also provide positive
affirmation of the students as learners and plan for culturally rich learning experiences.
Professional development can help teachers address nonstandard English by first
identifying the features of the nonstandard English dialect in question. School district
trainers should provide teachers with knowledge about the dialect to include its history
and organizing principles, and then teach educators how to use it to develop students'
language skills (Peele-Eady & Foster, 2018). For immigrant students who are English
language learners, building trusting relationships with teachers is even more critical, as
these students tend to be more academically engaged when they have the support of
trusting teachers (Flint et al., 2019). What Stewart et al. (2017) termed a "pedagogy of
care" is an approach to instruction that honors the students' strengths culture, and
experience. In other words, this pedagogical approach is useful because it develops caring
and trusting relationships.
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Culturally Responsive Curriculum
A culturally responsive curriculum is an essential aspect of CRP. As the nation
continues to diversify, some state curricula and teachers perpetuate cultural
misunderstandings, and these misunderstandings could lead to lower student achievement
of some minority groups (Stowe, 2017). State and local curriculum standards reflect the
ideological and political vantage points of the mainstream culture. This position routinely
excludes women, racial, and religious minorities (Wills, 2019). In an analysis of Texas
social studies standards, researchers found that the standards created an "illusion of
inclusion" as it applied to race (Wills, 2019, p. 3). History textbooks identified racial
minorities and then marginalized their accomplishments by portraying them as secondary
actors or merely accomplices in a narrative dominated by the dominant culture. Schools
should do a better job reflecting society's diverse actors, and the curriculum should play a
part in telling these diverse stories and traditions (Wills, 2019). Culturally responsive
curriculum (CRC) makes connections to individual students' culture by substantiating
their personal experiences and cultural backgrounds, "the fundamental aim of CRP is to
empower ethnically diverse students through academic success, cultural affiliation, and
personal efficacy. Knowledge in the form of curriculum content is central to this
empowerment" (Gay, 2019, p. 142). Students should make personal connections to what
they read and learn if they are going to make meaning of their learning. White students
have an easier time making meaning because they see themselves more often reflected in
the curriculum materials used. In turn, this facilitates text-to-self, text-to-text, and text-toworld associations more than students of color (Berchini, 2016). In other words, teachers
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should be deliberate in their selection of curriculum materials. Materials should reflect
the diversity of the students they teach, to help raise student achievement. HerbelEisenmann, Keazer, and Traynor (2018) point out curriculum should focus on identity, in
other words, students should see themselves in the curriculum, its connection to the
broader world, and whether students can draw from their cultural and linguistic
backgrounds when engaging in the curriculum. The curriculum materials teachers select
for their lessons can be a very important component of CRP.
The teacher's selection of curriculum materials may have a positive impact on
diverse learners' academic achievement. Consequently, implementing a culturally rich
curriculum may help reduce feelings of alienation and misunderstanding (Stowe, 2017).
Conversely, students' academic achievement may be negatively impacted by a lack of
cultural inclusion in the curriculum (Stowe, 2017). One approach to mitigate this
challenge is through asset-based pedagogy (ABP). ABP validates students' culture within
the context of the lesson. Teachers could validate students' culture through cultural
content integration (CCI). In a recent study, CCI and the use of the students' native
language in instruction were together powerful predictors of students' mathematics
achievement (Matthews & López, 2019). Surprisingly, Halvorsen, Harris, Aponte,
Martinez, and Frasier (2016) found culturally relevant pedagogy, while useful in
generating students' interest in the lesson, did not significantly impact student
achievement. However, with small sample size, generalizations are difficult to make
beyond the group of students studied. Despite these findings, many teachers want to help
their diverse students learn.
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Most teachers are interested in helping their diverse students achieve
academically. A study conducted by Taylor, Kumi-Yeboah, and Ringlaben (2016)
revealed preservice teachers were aware of the challenges faced in American public
schools by immigrant students and other students of linguistically and culturally diverse
backgrounds faced in American public schools. Further, these new teachers had the desire
to acquire the necessary knowledge, skills, and dispositions to educate diverse learners.
Additionally, teachers who possessed critical awareness tended to interact better with
historically marginalized students as these students believed their culture was valued.
Critical awareness helped to mitigate bias and included understanding the historical
context of minoritized students and how schools' curricula reinforce power structures
found in society (Matthews & López, 2019). Gay (2019) points out that when educators
are engaged in CRP; they should regularly provide their students with accurate
information about various cultures to fill in their knowledge gaps and ameliorate cultural
misunderstandings. Despite the good intentions of many teachers, significant obstacles
prevent teachers from employing a culturally relevant curriculum. For example, Prieto
(2018), Wachira, and Mburu (2019) revealed educators across the nation believed it was
necessary to provide diverse perspectives in the curriculum but had limited time to do so
(Prieto, 2018; Wachira & Mburu, 2019). Other obstacles may include the teachers'
inability to understand the students' home language as well as curricular restraints and the
teachers' belief in their efficacy or how well teachers can effectively implement CRP
(Malo-Juvera, Correll, & Cantrell, 2018).
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Culturally Responsive Instruction
Active student engagement through lessons based upon a constructivist paradigm
can increase student achievement. Ladson-Billings argued CRP should allow students to
engage in critical consciousness or the ability to critique norms and values that perpetuate
inequities in society, they should be able to "engage the world and others critically"
(Ladson-Billings, 1995, p. 162). The belief students should be actively engaged in class is
not a new idea and can be traced to the progressive pedagogies espoused by John Dewey,
which emphasized "learning by doing" and treating the classroom as a microcosm of the
broader democratic society (Blasco, 2017). As the achievement gap between diverse
learners and their predominately European American counterparts increases, teachers of
diverse students should utilize approaches proven to raise their achievement (Wachira &
Mburu, 2019). Many teachers continue to use Eurocentric teaching methods, such as
direct instruction and lecturing, instead of culturally congruent techniques (Heafner &
Fitchett, 2015). Constructivist approaches may help close the achievement gap for some
diverse learners.
Constructivism is an epistemological perspective whereby students construct
knowledge by integrating new information into their prior learning rather than passively
receiving it from the teacher or the textbook. Constructivist approaches promote critical
thinking, problem-solving, and collaboration through cooperative learning tasks (Wachira
& Mburu, 2019; Weimer, 2013). Teachers who utilize constructivist approaches must
have in-depth knowledge of their students. Knowledge of their students could help
teachers appropriately adapt their teaching to how students learn. To fully understand
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their students, teachers must be familiar with their students’ culture and backgrounds.
This knowledge of culture is a central principle of CRP (Wachira & Mburu, 2019).
Additionally, constructivist classrooms involve cooperative learning tasks in which
students work together to complete assignments. Cooperative learning is a pedagogical
approach characterized by a high degree of interdependence among group members and
individual accountability. Cooperative learning is a crucial factor in addressing equity for
all learners and can be credited for mitigating the achievement gap of learners of various
levels (Ghodbane & El Achachi, 2019). However, the debate as to the effectiveness of
various learning styles continues as scientific support for learning theories is lacking and
remains a subject of continued research (Bendall, Galpin, Marrow, & Cassidy, 2016;
Willingham, Hughes, & Dobolyi, 2015). The achievement gap may result from a growing
chasm between students who have access to abundant resources and those who do not.
In other words, the achievement gap may be an opportunity gap. This gap in opportunity
is most apparent when one examines economically disadvantaged students as they are
less likely to have access to challenging curriculum, rigorous classroom instruction and
effective instructional practices such as reading complex authentic texts, having contentrich discussions and opportunities to write at a high academic level (Heafner & Fitchett,
2015). Also, many teachers rely on the textbook as the main source of curriculum, and as
a result, do not engage their students with a culturally diverse curriculum. This approach
may lead to lower academic achievement (Heafner & Fitchett, 2015). As Brown &
Brown (2015), Donovan (2015), and Woodson (2017) have shown, a master narrative in
many textbooks perpetuating historical inaccuracies to include racism as an accident or a
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psychological affliction affecting a few remains. Other inaccuracies include portraying
historical figures of color as outliers, martyrs, and messiahs. Student-centered teaching
strategies may also mitigate the achievement gap.
Research performed by Talbert, Hofkens, and Wang (2019) stated that studentcentered approaches that capitalize on the students' prior knowledge are practical.
Additionally, successful teachers should know the students they teach and build
relationships with them, their families, and their community by designing lessons that
capitalize on their students' culture and language (Pennings, Brekelmans, Sadler,
Claessens, Van der Want, & Van Tartwijk, 2018). These findings support recent research
on CRP, which accurately describes CRP as "just good teaching" (Ladson-Billings,
1995). However, not all scholars agree that CRP is the best pedagogical approach. Some
academics argue in support of direct instruction and lectures, and believe it is the
lecturer's ineffectiveness that is responsible for the lack of student achievement (Mazer &
Hess, 2017). In addition, Mazer and Hess (2017) point out that lecturing may encourage
active involvement, independent thinking, and problem-solving and may allow teachers
to model expert reasoning for their students. In the next section of the study, implications
for research will be discussed.
Implications
The purpose of this study was to investigate teachers' use of CRP. The study
design, including research questions, conceptual framework, and data collection, was
chosen to learn more about the gap in practice. The gap in practice at the local study site
was that most teachers were not using CRP in their curriculum. The study's results
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indicated that many teachers do not understand CRP and therefore do not adequately
implement CRP. An analysis of the data pointed to teachers' need to receive professional
development in CRP best practices.
Summary
In summation, the nation's demographics are changing due to the "new waves of
immigration" from primarily Latin American and Asian countries (Goodwin, 2017).
While classrooms continue to diversify, the nation's teaching force remains
overwhelmingly European American, female, middle-class, and mono-lingual (Matias &
Mackey, 2016). Traditional teacher-centered teaching methods may not be working for
all students, and as a result, an achievement gap continues to exist (Leavitt & Hess,
2019). CRP may mitigate the achievement gap for diverse learners. However, several
obstacles to its implementation remain. Some of the barriers include the lack of
administrators' understanding of CRP, high-stakes testing and accountability, language
barriers in communicating with families, and the depth of teacher knowledge required to
effectively implement CRP (Powell, Cantrell, Malo-Juvera, & Correll, 2016).
This study investigated the gap in practice in that teachers at the local study site
were not using CRP adequately in their curriculum. The gap in practice may have
contributed to an achievement gap. The study's purpose was to investigate teachers' use
of CRP to include their perceptions of the approach. In section two of the study, I
discussed the study's methodology to include the qualitative research design, the study's
participants, data collection methods, and data analysis. In section three of the study, I
provided a project description based on the results of data analysis. The project
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deliverable consisted of a three-day professional development seminar for teachers in the
use of CRP. Section four of the study was an opportunity for me to reflect on the project
to include the project's strengths and weaknesses, recommendations for alternative
approaches, personal reflection on the importance of the work, and potential impact on
social change.
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Section 2: The Methodology
Qualitative Research Design and Approach
I used qualitative methodology for this study. Qualitative research is characterized
by a desire to understand the social phenomenon's nature, which can be complicated,
multifaceted, and subjective. Additionally, the production of knowledge in qualitative
research is iterative (Kalman, 2019). Qualitative studies are useful when trying to obtain
an in-depth description of a phenomenon (Shekhar, Prince, Finelli, Demonbrun, &
Waters, 2019). The data collected from qualitative studies helps to provide understanding
of the experiences and points of view, events, and phenomena (Turhan & Karadag,
2019). Additionally, descriptive research done primarily through interviews has the
potential to make substantive contributions to educational research and is comprised of
research methods that can be called scientific because they meet high standards of
trustworthiness and credibility (Kozleski, 2017). Furthermore, qualitative methods may
help researchers better understand classrooms as socially and culturally organized milieus
for learning and help them understand why classrooms work better for some students
than for others (Kozleski, 2017).
Four characteristics define qualitative research: holistic, empirical, interpretative,
and empathetic (Yazan, 2015). Qualitative studies are holistic in that they help
researchers examine the interrelationship between a given phenomenon and its context.
Qualitative studies are empirical because the study is based upon direct observation in the
field. Qualitative studies are interpretive because researchers see their research as an
interaction between themselves and their research subjects. Finally, qualitative research is
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empathetic because the researcher must empathize with their research subjects and
vicariously reflect their experiences (Stake, 1995).
I considered a quantitative research design for this study. However, the purpose of
quantitative research is to produce data that can be subjected to statistical analysis
through the use of predetermined instruments such as questionnaires (Boeren, 2018). This
type of methodology will allow for research findings to be generalized to other situations.
Because the research questions pertained to teachers at the local study site only, it was
unnecessary to generalize the research findings to a larger population. Therefore, a
quantitative approach was not appropriate for this study. In contrast, qualitative methods
allow for the exploration of concepts and points of view and real-life situations (Kalman,
2019). Therefore, I chose a qualitative methodology for the study.
Within the qualitative tradition, there are several designs I considered: they were
(a) phenomenological, (b) ethnographical, (c) narrative, and (d) grounded theory. These
approaches would have been less effective than a case study approach in answering the
research questions for the following reasons. In a phenomenological study, the researcher
tries to determine how participants experience a particular phenomenon's subjective lived
experience (Balikçi, Cansoy, & Parlar, 2018). This design was not the best approach to
answer the research questions because the study's focus was to learn more about teachers'
perceptions of CRP and not their experience using CRP. An ethnographical study is when
the researcher observes and engages with the subject by immersing themselves in the
subject's environment (Meschitti, 2019). First developed in the field of anthropology,
ethnographic studies generally tend to be used to study a cultural phenomenon. This
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approach did not align with the study's research questions because the study's goal was to
understand teachers’ perceptions of CRP, not their culture. The goal of a qualitative
narrative approach is to understand the participant’s lives. Individuals construct their
reality about the phenomenon being studied (Ravitch & Carl, 2016). This approach was
not ideal because the research questions sought to understand teachers’ perceptions of
CRP and not the ways in which participants assigned meaning to their experiences.
Lastly, grounded theory was considered for this study. However, because the purpose of
grounded theory is to develop a theory directly from participant data rather than from the
researcher’s preconceived notions, this approach was not consistent with the aim of this
study’s research questions (see McCrohon & Tran, 2019; Ravitch & Carl, 2016). Case
studies are generally justified when the researcher is trying to explain the “how” or
“why” of a phenomenon; they are also useful when the researcher wishes to obtain an indepth description and understanding of the phenomenon (Yin, 2018). A case study design
was appropriate for this study because the purpose of this study was to investigate
teachers’ use of CRP. Therefore, I chose a case study design.
According to Merriam (1998), a qualitative case study is “an intensive, holistic
description and analysis of a bounded phenomenon such as a program, an institution, a
person, a process, or a social unit” (p. xiii). The case study design was the best approach
for this study because it derived logically from the problem, which was teachers were not
adequately using CRP in their curriculum, and because a case study is useful in
addressing the "how" and "why" of a complex and multidimensional phenomenon in its
natural setting (Voyer et al., 2016). Using the case study approach was useful in
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understanding why teachers were not implementing CRP in their classrooms. Further,
using the case study design was the best choice in addressing the research questions. The
questions explored teachers' perceptions of CRP, and their understanding of their ability
to implement CRP. Teachers’ perceptions of CRP were crucial in addressing the gap in
practice at the local study site.
Participants
Criteria for selecting participants for this study were based upon purposeful
sampling, which according to Yin (2011) is “the selection of participants or sources of
data to be used in a study, based on their anticipated richness and relevance of
information concerning the study’s research questions” (p. 311). Purposeful sampling is a
commonly used sampling method in qualitative research (Gentles, Charles, Ploeg, &
McKibbon, 2015). To be included in this study, participants met the following inclusion
criteria: (a) participants had to be licensed educators who were currently teaching at the
study site, (b) participants had to be post probationary teachers with a minimum of 2
years teaching experience, and (c) participants had to teach either a core academic subject
or an elective. Exclusion criteria for this study included: (a) administrators; (b)
probationary teachers; (c) and teachers with less than 2 years of teaching experience.
In qualitative research, sampling is defined as "the selection of specific data
sources from which data are collected to address the research objectives" (Gentles et al.,
2015, p. 1778). The purpose of qualitative research is to investigate how participants see
and experience the world and make meaning of those experiences and the phenomenon in
it. As a result, the sample size must be large enough to make sure most teachers'

33
perceptions are collected to answer the research questions (Mason, 2010; Ravitch & Carl,
2016). When using purposive sampling in qualitative research, the sample size is to be
determined inductively, and sampling continues until theoretical saturation is reached
(Guest, Bunce, & Johnson, 2006). Saturation usually refers to a point in the study when
data becomes redundant and additional data contribute little to nothing to the study
(Gentles et al., 2015). Because the study's research questions dealt with teachers'
perceptions of CRP at the local site, an in-depth understanding of their thoughts and
feelings was necessary. In other words, the deeper the inquiry, the fewer overall
participants were needed. Determining sample size a priori is problematic in qualitative
research because it may change as the research advances and data emerges (Sim,
Saunders, Waterfield, & Kingstone, 2018). Despite this ambiguity, the research suggests
a typical case study has between 6 and 12 participants (Gentles et al., 2015; Malterud,
Siersma, & Guassora, 2015). For this study, I sought 10-15 participants at the local site to
allow for attrition. Because I had access to 53 fellow teachers who fit the inclusion
criteria, I anticipated success in reaching an adequate sample size to show saturation.
The procedure I used for gaining access to participants at the local site began with
the approval of Walden University’s IRB department. I had unofficial permission from
the school district (i.e., research site) to conduct the study until I had received IRB
permission from Walden University. Once I obtained IRB approval (IRB approval # 0521-20-0529159), I sought formal permission from the local site’s school district to
conduct the study. I then selected teachers to participate in the study. I transmitted
information about the study to potential participants primarily through the school's e-mail
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system. Purposive sampling is the deliberate selection of participants due to the qualities
and characteristics the participant possesses (Etikan, Musa, & Alkassim, 2016).
Purposive selection is a nonrandom approach to sampling that places a high priority on
what the researcher needs to know and is then a search for participants who may possess
the knowledge and experience necessary to answer the research questions (Etikan et al.,
2016). Because of the specific information I sought to reveal through the research
questions, this sampling approach was the best option for this study. A description of the
participants’ years of teaching experience can be found in Table 1.
Table 1
Participant Teaching Experience
Participant

Years Teaching

A
B
C
D
E
F
G
H
I
J
K

26
20
16
13
43
11
18
18
4
16
14
The method I used to establish the researcher-participant working relationship

was to build rapport with the participants. Building rapport with participants is crucial
because it helps create trust between the researcher and the interviewees (DeMinkCarthew & Bishop, 2017). Further, developing a good rapport may decrease power
differentials between the researcher and the participant. Power differentials may interfere
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with the study's epistemological grounding (Raheim et al., 2016). In other words, the
researcher should not have absolute authority as to what should count in the interview
process because participants bring their agenda into research situations (Raheim et al.,
2016). Rapport with the research participants can be achieved by establishing
connectivity, humanness, and empathy (Brown & Danaher, 2019).
Connectivity is essential in building relationships because it involves building
initial rapport with the participant. Therefore, I sought to achieve connectivity with the
study participants by, among other things, using a warm tone, using first names when
appropriate, maintaining eye contact, smiling, using friendly and warm body language
(e.g., leaning forward, arms open). Another way in which researchers build relationships
with participants is demonstrating humanness. Humanness refers to the reciprocal nature
of the interview process where the researcher is involved in both receiving and giving
information, sometimes of a personal nature. In other words, the researcher and the
participants are coequal partners in the process of data collection (Brown & Danaher,
2019). I achieved humanness in the interview process by engaging in a reciprocal
dialogue. This meant both speaking and listening to the participant, as well as revealing
information of a personal nature when appropriate. Lastly, empathy is a crucial
component of building a fruitful researcher and participant relationship because it is
closely associated with the rapport-building process (Brown & Danaher, 2019).
Empathetic researchers demonstrate the value of mutuality, the researcher and the
participant appreciate each other’s points of view and perspectives (Watts, 2008). In
addition, empathetic research calls for humility in which the researcher acknowledges

36
their position of privilege in being invited into a participant’s lived experience to include
their stories and contributions without judgment (Brown & Danaher, 2019). Therefore, I
was an empathetic researcher who kept an open mind and remained dispassionate
throughout the interview.
Researchers should do everything possible to protect the participants in their
research. A significant way researchers can do this is by assuring their participants’
confidentiality. Confidentiality is when the researcher makes a concerted effort to not
reveal the participants' identity (Roth & von Unger, 2018). Often in qualitative research,
confidentiality is achieved by changing the participants’ names, but this measure alone
may not be enough to adequately disguise the participants’ identity (Morse & Coulehan,
2015). Qualitative studies may contain several demographic tags or identifiers that could
potentially give away the participants' identity. The larger the number of identifiers the
easier it may be to identify the research subject (Morse & Coulehan, 2015). To maintain
the participants’ confidentiality, I withheld specific demographic identifiers such as age,
gender, and subjects taught, which made it difficult to link specific quotations directly to
an individual (see Morse & Coulehan, 2015). I obtained informed consent from all
research participants as a way to mitigate harm to the participants. In the informed
consent document, I made it clear to the participants why the research was being
performed. I made sure they were aware of any risks participation in the research may
cause, and I did not force, either overtly or covertly, participation in the research (see
Rubin & Rubin, 2016).
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Another aspect of protecting research participants involves data storage.
Researchers should think through the lifespan of research data to include a data storage
plan. The plan should address issues such as consent, de-identification, and
decontextualization (Glenna, Hesse, Hinrichs, Chiles, & Sachs, 2019). Research may
contain sensitive information and should be password protected. Further, data should not
be shared with unauthorized personnel (Thomas, 2017). Therefore, I took measures to
protect participants’ data by storing all data on a password-protected computer. I did not
make copies of raw research data, nor did I share the data with anyone who was not
authorized to see it. Further, I made sure the data did not contain any personallyidentifiable information that could allow someone to learn the research participants'
identity.
Data Collection
The purpose of this qualitative study was to investigate teachers’ use of CRP. To
learn more about this phenomenon, I utilized a semi-structured interview approach.
Justification exists for the data to be collected this way because qualitative research
involves interactions between individuals (Kozleski, 2017). Further, Merriam (1998)
posits “the key philosophical assumption upon which all types of qualitative research are
based is the view that reality is constructed by individuals interacting with their social
worlds” (p. 6). In other words, semi-structured interviews helped me better understand
the constructed realities in which the participants found themselves. Semi-structured
interviews are a qualitative research technique whereby the researcher has a prepared list
of research topics and interview questions to be asked during the interview. In semi-
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structured interviews, however, it may be necessary for the researcher to deviate from the
script to ensure open communication. The researcher may need to explore topics that
could not have been anticipated when the interview was being planned (Brown &
Danaher, 2019). Thus, in several instances I followed my instincts and asked impromptu
follow-up questions to gain a better understanding of the phenomenon under
investigation. In the event of a deviation from the scripted questions, I allowed for a free
conversation flow as new and unanticipated data emerged.
The data collected in the semi-structured interviews was strategically matched to
the research questions so the two research questions could be answered thoroughly.
Qualitative research must have rigorous data collection procedures in place to augment
quality and trustworthiness (Kallio, Pietila, Johnson, and Kangasniemi, 2016). Therefore,
the development of a high-quality semi-structured interview guide should be a primary
concern for researchers. As a result, researchers should employ a five-step process to
develop a semi-structured interview guide, the steps include (a) identifying the
prerequisites for using semi-structured interviews (b) retrieving and using previous
knowledge (c) creating the preliminary semi-structured interview guide (d) pilot testing
the interview guide and lastly (e) presenting the complete semi structured interview guide
(Kallio, Pietila, Johnson, and Kangasniemi, 2016). The proposed study's primary data
collection instrument was the original, self-created interview guide, which elicited
teachers’ responses to semi-structured interview questions. I also analyzed teachers'
lesson plans for evidence of CRP. This helped me triangulate data collected in the study.
Additionally, I field-tested the research questions with the assistance of my 1st chair to
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support the quality of the interview questions. These steps contributed to the
trustworthiness of the data collected. Additionally, I field-tested the questions with two
teachers who have knowledge of the research topic. They provided feedback as to the
appropriateness of the interview questions. I used this feedback to help me refine and
improve the interview questions to eliminate bias and uncertainty, as well as possible
duplication of questions. No data was collected during the field-testing process. Some of
the questions I used included the following: 1. How would you define culturally relevant
pedagogy? 2. Why do you think culturally relevant pedagogy is important? 3. Why do
you think many teachers inadequately use culturally relevant pedagogy in their teaching?
Three teacher interview questions answered the first research question, the second
research question was answered by four teacher interview questions for a total of seven
interview questions. Interviews were conducted over the phone and lasted between 30-45
minutes each. Interviews were recorded with an iPhone, which was password protected.
Interview recordings were transcribed using Temi transcription software. Using an
inductive approach, I conducted a thematic analysis to code and identify emerging
themes from the data pertaining to the research questions. Thematic analysis is an
approach to data analysis that consists of identifying, analyzing, and reporting patterns or
themes in the data (Braun & Clarke, 2006). The interview guide was developed to elicit
responses from interviewees that provided a full and sufficient understanding of each
research question. Research question one asked, “what are high school teachers’
perceptions of CRP at the study site?” Therefore, interview questions 1, 1a, 1b, 2, (the
full text of which can be found in Appendix B) have been created to elicit relevant data to
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address research question one. Research question two asks, “what are high school
teachers' understanding of their ability to implement CRP effectively?” Therefore,
interview questions 3, 4, 4b, 5, 5b, 6c,7b (the full text of which can be found in appendix
B) have been created to elicit relevant data to address research question two.
The process for how and when the data was to be generated, gathered, and
recorded is as follows. First, I sought permission from my district’s Assessment,
Accountability, Research, and School Improvement Division and the local study site’s
principal. I began data collection only after I received permission from Walden
University’s IRB. I used purposive sampling to solicit potential research candidates.
According to Ravitch and Carl (2016), purposive sampling is the most common form of
sampling in qualitative research because the participants are deliberately chosen as they
possess a unique understanding of the phenomenon under investigation. The only
selection criterion that I used for this study was that participants must be a licensed
teacher at the study site. I solicited teachers by sending selected licensed teachers an
email invitation to participate in the study. Because the recruitment email was sent only
to individuals who were pre-screened (i.e., appropriate for the study), there was no
screening questionnaire prior to data collection.
I used a script at the beginning and end of the interview (appendix E), so I did not
forget critical information. I began the interview by informing the participant about the
study's nature to include what I was studying and why I was studying the phenomenon. I
then explained what informed consent was. Teachers gave their consent by signing the
consent form and returning it back to me through e-mail. I then discussed privacy issues,
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including the procedures for maintaining their confidentiality. I explained that the
participants' data collected from the interview was to be used for research purposes only.
After completing the opening script, I asked interviewees if I could record the interview.
After participants consented to being recorded, I began asking my semi-structured
interview questions.
Throughout the interview, I took a stance of reflexivity. In other words, I was
cognizant of my own understandings and acknowledged my own opinions, as well as
personal and intellectual biases (see Ramani & Mann, 2016). I maintained a distance
between myself and the participants understanding neutrality was vital because it may
affect how I collected and interpreted the data (see Ramai & Mann, 2016). During the
interview, I took notes on the critical insights provided (appendix C), but I limited the
number of notes taken because it could potentially distract the participant (see Rosenthal,
2016). I followed up on participant responses, when it was appropriate, to elaborate on
key concepts, themes, and ideas (Rubin & Rubin, 2016). After the interview, I thanked
the participants for their time and read from the prepared script, so important information
was not left out. Additionally, I informed the participants that I might need to contact
them in the future for purposes of clarification, if I had additional questions, or to
perform member checks (see Jacob & Furgerson, 2012).
After each interview, I took approximately 1-2 days to analyze the data gathered
before continuing with the next interview. The first step I took when I analyzed the data
was to listen to each interview between 2-3 times. I then used a transcription service
called Temi to transcribe each interview. After the interview had been transcribed, I
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coded the transcripts using NVivo software. I utilized this approach instead of waiting
until all interviews were completed because it allowed me to reflect on the interviews as I
conducted them. It also allowed me to think about codes and themes as they emerged. I
begin coding the data with a start list of codes before the interview. I derived my codes
from the conceptual framework and the research questions. After the first round of coding
using the start list, I did a minimum of two coding rounds. The first round was to
determine what stood out from the interview data. The second round was to focus
specifically on my research questions (see Ravitch & Carl, 2016). After the initial rounds
of open coding, I performed axial coding. According to Saldaña (2016), axial coding is
when the researcher reassembles data that was previously broken into smaller parts in the
initial coding process. It is used to determine which codes are dominant and which are
less critical. In other words, it is a process of coding large amounts of data to form
patterns and categories. I knew when my data had reached saturation when no further
data was found to develop new categories or codes (Saunders et al., 2017).
In addition to qualitative semi-structured interviews, I collected data by
performing a document analysis of participants’ lesson plans. Document analysis is a
qualitative research method used to review, analyze, and interpret documents to elicit
meaning and gain knowledge (Bowen, 2009). Document analysis involves an initial
superficial examination of the documents, followed by a thorough examination and then
finally an interpretation of the documents. This iterative process employed elements of
thematic analysis to include coding and category creation. I used predefined codes
generated from the interview transcripts, this served to integrate data collected from
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various methods (Bowen, 2009). I requested that each participant provide 2 lesson plans
(approximately 2 pages each) at the interview time. I then triangulated the interview and
lesson plan data. In other words, I used the data acquired from the coding of the
interviews, and the lesson plans to see if they reinforced one another. Doing so helped to
overcome the limitations inherent in using only one source of information. Triangulation
of data helped to improve the validity and reliability of the research data (Aydin &
Tonbuloglu, 2015).
I implemented a system of keeping track of data and emerging understandings
through a variety of protocols, such as the use of a reflective journal (appendix C) and a
cataloging system for collected data. As previously discussed, I took notes during the
interview, making sure not to distract from the conversation’s flow. After each interview,
I used my interview notes and personal reflections to write my thoughts, feelings, and
impressions in a reflective journal, which added to the quality and validity of the data
analysis (Vicary, Young, & Hicks, 2017). Personal reflection is vital because qualitative
research relies upon intuition, while at the same time, understanding one's own
experiences and knowledge can shape the analysis of the data collected (Erlingsson &
Brysiewicz, 2017). I stored audio-recordings of the interviews on a password-protected
computer. I assigned each file a unique alpha-numeric code to protect the confidentiality
of the research participants.
Thematic analysis is defined as "a qualitative research method that can be widely
used across various epistemologies and research questions. It is a method for identifying,
analyzing, organizing, describing, and reporting themes found within a set of data"
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(Nowell, Norris, White, & Moules, 2017, p. 2). Thematic analysis as a form of qualitative
research has grown in recent years due to the deep descriptions, explanations, and lived
experiences the approach provides (Castleberry & Nolen, 2018). As I began to
thematically code the data using NVivo software, I was sensitive to emerging themes in
the data. As new themes emerged, I took note of them to see if newer interviews
converged or diverged from the themes already established. Throughout the data analysis
process, I understood that thematic analysis might be the most complicated aspect of
qualitative research because I became a data analysis instrument. In other words, I made
important decisions regarding coding, decontextualizing, and recontextualizing of the
data (see Nowell et al., 2017). I continued to code the data until no new themes emerged.
At that point, I had reached saturation. Saturation is when new data does not lead to new
insights regarding the research questions (Lowe, Norris, Farris, & Babbage, 2018).
As previously explained, the procedure I used to gain access to participants was to
first gain approval from my district’s Assessment, Accountability, Research, and School
Improvement Division to conduct the study at my school site. I then used purposive
sampling to select 11 teachers from various academic disciplines to participate in the
study. I solicited participants’ participation by first contacting them using school district
e-mail. In the e-mail, I outlined the study's nature to include the data I intended to collect
and why I selected specific teachers to participate in the study. Additionally, I outlined
the dates and times I was available to conduct the interviews. I made it clear to potential
participants that I was flexible with dates and times to meet their unique scheduling
demands.
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I am currently a United States history teacher at the study site, and I have been at
this school for seven years. During my tenure at the study site, I have served in several
capacities including professional learning community (PLC) leader for the social studies
department. I have been a member and chair of the school’s School Organizational Team
(SOT), chair of the school’s Cultural Committee, as well as the school district’s union
representative for the local teachers’ union. In my various professional roles, I have had
the opportunity to interact with potential members of the study, and as a result, much
effort was be made to mitigate actions that could skew data collection and analysis.
In qualitative research, data is collected and analyzed primarily by the researcher.
Therefore, it is important to be aware of one’s interpersonal skills. Some of the
interpersonal characteristics I possessed included awareness and sensitivity to ethical
issues, developing trusting relationships, respecting individual differences, and
understanding individuals' unique perspectives (see Karagiozis, 2018). Since qualitative
research is the result of interactions between the researcher and the participants, this
interaction was going to inherently produce bias in the collection and analysis of data
(Ramani & Mann, 2016). In qualitative research, the researcher takes an active role in the
interview process rather than being a neutral bystander. My opinions influenced the
research to include interview techniques, personal reactions to the participants’
narratives, and the interpretation of those narratives (Ramani & Mann, 2016). In other
words, I took a postpositivist position. While through my research I strived to investigate
the stated phenomenon, absolute truth cannot be known, my attitudes, beliefs, and
behaviors influenced data collection and interpretation (Panhwar, Ansari, & Shah 2017).
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Despite the subjective nature of qualitative research, researchers should remain neutral in
their analysis of the data. The concept of reflexivity was created to address this problem.
Reflexivity refers to researchers’ ability to express their inner thoughts, feelings, and
insights. In other words, reflexivity is a process by which the researcher’s inner thoughts
become visible (Karagiozis, 2018). In other words, the researcher's perspective and
position can have profound impacts on the research (Raskind et al., 2019).
Data Analysis
Data collected for this study took place over approximately 4 weeks, in which I
conducted qualitative semi-structured interviews with 11 participants. A tentative
schedule for the interviews was to conduct one interview every other day. This schedule
allowed me time to transcribe the interview, re-read the transcription 2-4 times, and then
code the transcripts using NVivo. During this time, I also thematically analyzed teachers’
lesson plans. I requested that each teacher submit a minimum of 2 lesson plans at the time
of the interview. All data was collected over the phone and through email. Interviews
lasted approximately 30-45 minutes in duration. I conducted the interviews using an
interview guide (Appendix B). During each interview, I took notes to help me recognize
emerging themes in the data and any other data that proved useful in answering the
research questions. In addition to the participant interviews, I used the data gained from
an analysis of participants’ lesson plans to identify emerging themes. After each
interview, I had the audio recordings transcribed using Temi transcription software. I then
read each transcribed interview 2-3 times to develop a good sense of the interview’s
content. I then compared the transcribed audio to the original for accuracy. I then used
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NVivo, a computer-assisted qualitative data analysis software (CAQDAS) to perform an
analysis of the interview transcripts and lesson plans. Coding is a universal aspect of
qualitative research and can be defined as “the process of analyzing qualitative text data
by taking them apart to see what they yield before putting the data back together in a
meaningful way” (Elliott, 2018, p. 2850). I began with 30 codes and then looked for
redundancy and overlap. I then reduced the codes down to about 20. I further reduced the
codes into 5 themes (see Elliott, 2018). I used an emergent coding approach as new codes
were determined as the data was analyzed. This approach was appropriate because codes
emerged with close reading and reflection instead of a priori approach in which codes
were predetermined (Elliott, 2018). In qualitative research, saturation refers to when
further data collection yields no new significant information. Further, saturation cannot
be predetermined because it requires the analysis of collected data (Hennink, Kaiser, &
Weber, 2019). As a result, I knew when I reached saturation because the research data
became redundant, providing no new findings.
I took several measures to maintain the accuracy and credibility of the research
findings. One approach I utilized was member checks. In a member check the researcher
checks back with the participants to make sure the research findings are congruent with
the participants’ intended meaning. Member checks have the potential to mitigate bias as
well as ensure ethical responsibility as researchers are compelled to accurately interpret
the participants’ lived experiences (Kornbluh, 2015). Additionally, I used triangulation to
further establish accuracy and credibility in the research findings. Triangulation is a
process in which multiple sources of data are obtained to increase the study's validity,
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decrease the researcher's bias, and provide multiple insights into the phenomenon being
studied (Renz, Carrington, & Badger, 2018). Further, triangulation may increase
confidence in the research findings, provide a better understanding of the research
problem, and reveal information that would otherwise go unnoticed if only one research
method was utilized (Renz, Carrington, & Badger, 2018). Peer debriefing is another
approach I used as it may increase research accuracy and credibility. Peer debriefing is
when the researcher engages with professional colleagues in the discussion of research
and interpretation of the data. It is a combination of collaboration and external oversite of
the research (Liao & Hitchcock, 2018). With discrepant cases, I implemented the
following protocol. As I analyzed the data, I determined if the outlying data was
important enough to note or discuss. If a participant revealed something that most others
did not, the data could be a unique insight. This insight could improve understanding of
the topic instead of being a point of divergence. If this was the case, then I integrated the
discrepant data into my analysis.
The process by which the data was generated, gathered, and recorded is as
follows. Due to the COVID-19 pandemic and subsequent school closure at the local study
site, I received permission from Walden University's IRB to alter my data collection plan
as initially described in the study's proposal to support social distancing and the health of
the participants. I collected data for this qualitative case study over four weeks by
interviewing 11 participants from the local study site. I used purposive sampling to select
participants that I believed would elicit insightful information and who possessed unique
characteristics that would help address the research questions. I tried to recruit a
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representative sample of participants taking into consideration age, gender, race, and
years of teaching experience. I conducted all interviews over the phone. I recorded the
conversations using an iPhone and an application called TapeACall. I began each
interview using a pre-interview script, so I would be sure to communicate to participants
essential information regarding their privacy and the study's nature and to ask permission
to record the conversations. During the interviews, I took field notes to begin preliminary
analysis of the data to include my first impressions, potential codes, and themes. During
the semi-structured interviews, I used an interview protocol (Appendix B). I began my
interviews in the first week of June just as the Black Lives Matter protests in response to
the death of George Floyd began to spread across the United States and world.
Participants in the study seemed to be aware of the implications of CRP set against this
backdrop.
After each interview, I used a transcription service called Temi to transcribe the
interview. I then read through the transcription 2-3 times with the audio to make sure that
all words and phrases were transcribed correctly. Additionally, I continued to take field
notes and record observations of the preliminary data. I then used a program called
NVivo to begin coding my data. I developed a priori codes based upon this study's
conceptual framework of self-determination theory. I also developed open codes as the
data presented itself. I then grouped the codes into themes. Themes emerged from both
the conceptual framework as well as the open coding of the data. At this point in my
analysis, patterns, similarities, and themes began to emerge. My analysis of the data was
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an iterative process. I constantly reexamined the transcripts to identify new codes and
themes related to the conceptual framework and the research questions.
The Trustworthiness of the Data
Trustworthiness for the data generated in this study was based upon the five
criteria of credibility, transferability, dependability, and confirmability (Korstjens &
Moser, 2017). I will examine each in this section.
Credibility
Credibility is the degree to which the data accurately reflects the research
findings' truth and is a correct interpretation of the interviewee's thoughts and feelings
(Korstjens & Moser, 2017). Credibility ensures the study's results are believable and
maintain the complexity of the phenomenon under study (DeCino & Walkes, 2019). I
established credibility for this study through the use of member checks and triangulation.
Member checks gave the participants an opportunity to verify the transcription's validity
and the codes and themes that were derived from the participants' interviews (Ravitch &
Carl, 2016). After the interviews were transcribed, I applied codes and themes to the
narratives. I then had the participants verify that I had appropriately captured their
meaning. At that time, participants had the opportunity to add or delete anything that did
not accurately reflect their explication, and they had the opportunity to provide feedback
regarding the codes and themes created. All participants from this study confirmed the
codes and themes generated from their respective interviews. I collected data from a
variety of sources to include interviews, lesson plans, and field notes. Because
researchers use qualitative case studies to gain an in-depth understanding of a real-world
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phenomenon, multiple sources are needed (Yin, 2018). From these multiple sources of
data, I triangulated the findings. Triangulation is used to enhance a study's validity by
challenging or confirming interpretations of the data (Ravitch & Carl, 2016). I used the
triangulated data to support the codes and themes extrapolated from various sources.
Transferability
Transferability refers to thick descriptions of the research process and the people
involved in the research so that future readers can determine if the results of the study can
be applied to their circumstances (Korstjens & Moser, 2017). In this research project, I
described in depth the concept of CRP and the setting in which the study took place.
Enough information had been provided so that future readers can decide for themselves if
the research findings can be transferred to their unique situation.
Dependability
Dependability is the extent to which another researcher can perform the same
study and elicit the same results; in other words, it is the stability of the data (Ravitch &
Carl, 2016). A threat to a study’s dependability includes a lack of details so that future
researchers cannot replicate the study (Korstjens & Moser, 2017). To ensure this study's
dependability, I took steps to ensure the appropriate documentation of methodology and
data.
Confirmability
Confirmability refers to the objectivity of a study's findings and considers issues
of researcher neutrality (Korstjens & Moser, 2017). Because some degree of bias is
always present in social research, I took steps to increase the confirmability of the study
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(al Gharbi, 2018). These steps included maintaining a research log (Appendix C) to
record my thoughts and feelings regarding the participants, their views, and the process in
general. Additionally, I used an interview protocol (Appendix B) to ensure that bias was
minimized between participants.
Data Analysis Results
This section provides a summary and an interpretation of the data collected
regarding the study's research questions. The problem that I addressed in the study was
the gap in practice in that teachers at the local study site were not adequately using CRP.
A table and summary describing each research question is included in this analysis. I this
study I sought to answer two research questions, they are:
RQ1: What are high school teachers’ perceptions of CRP at the study site?
RQ2: What are high school teachers' understanding of their ability to implement
CRP effectively?
Each participant in this study was labeled letters A-K to protect their confidentiality.
Research Question 1
The findings of this study at the local study site indicated that teachers believed
that CRP was an effective way in which to reduce the achievement gap between
European American and Asian students and African American and Latinx students.
Additionally, they believed that it was an effective strategy to raise the achievement for
all students. However, some teachers believed that there were factors outside of their
control that explained why an achievement gap existed. Despite believing that CRP was
an effective pedagogical approach, the research indicated that teachers did not have a
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good understanding of what CRP was or how to utilize it in their classrooms. Many
teachers erroneously believed that the superficial use of students' cultures, such as
celebrations of ethnic holidays, foods, and customs was akin to CRP. Of the teaching
practices that reflected CRP, teachers cited relationship building and constructivist
teaching approaches, such as small group activities as effective ways to teach culturally.
Teachers pointed out that the most significant CRP implementation barriers were lack of
effective training and carving out time in an already dense curriculum.
Participants’ responses to interview questions 1, 1a, 1b, 2, directly related to
research question 1. The interview questions can be found in the Teacher Interview
Questions (Appendix B). A summary of participants’ responses to interview question 1
can be found in Table 2.
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Table 2
Research Question 1 and Interview Summaries
Participants
C, D, I, J
A, B, C, D, E, I, J, K,
A, B, C, D, E, F, G, H,
I, J, K
F, G,

Interview Q1: What do teachers know about CRP?
CRP as superficial expressions of culture
Does not know what CRP is
Implement aspects of CRP in their curriculum
Has a good grasp of CRP

A, D, E, F
A, B, C, D, E, F, G, H,
I, J,
A, C, F, G,
D, E, F
A, B, D, E, F, I

Interview Q1a: How does CRP impact learners?
Makes learning and lessons more relevant
Building relationships with students, getting to know them as
individuals
Multiple perspectives
Cultural knowledge
Cooperative learning

B, C, E, F, G, H, I,
A, K
D
F, G, I

Interview Q1b: Which students benefit from CRP?
All students benefit from CRP
African American Students
Latinx and English Language Learners
LGBTQ

A, B, C, D, E, F, G, I
J, K
J, K

Interview Q2: CRP as an effective strategy for reducing the
achievement gap
Teachers believe that CRP is an effective strategy to reduce the
achievement gap.
Do not implement CRP or teach differently.
Stated that there were other factors outside of the teachers’ control
that impact students’ achievement. CRP would not necessarily
make a difference.
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Research Question 2
The research indicated that all participants in this study believed that they could
effectively implement CRP with the proper training. Unfortunately, teachers stated that
the training provided by the school district has been largely inadequate. The training
consisted of prerecorded webinars that many teachers have characterized as “check the
box” or “fly by” in nature. While most teachers took a multi-education course while
going through their preparation programs, several teachers pointed out that their mentor
teachers and training outside of education have provided the most effective preparation
for teaching diverse learners. Teachers wanted to see training relevant to their needs,
collaborative in nature, enduring, and interactive. Another significant obstacle to the
implementation of CRP cited by teachers at the local study site was little incentive to
change their pedagogy. Veteran teachers did not see the benefit of trying new approaches,
having an “if it is not broke, why fix it?” attitude.
Participants’ responses to interview questions 3, 4, 4b, 5, 5b, 6c, 7b, directly
related to RQ2. The interview questions can be found in the Teacher Interview Questions
(Appendix B). A summary of participants’ responses to interview question 2 can be
found in Table 3.
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Table 3
Research Question 2 and Interview Summaries
Participants
B, C, F, H, J
A, D
D, I
F
A, B, F, H, K

Interview Q3: CRP challenging to implement
No time, not part of formal review
Lack of curriculum materials
Lack of training
Trying new teaching approaches
Veteran teachers do not want to change

A, H
A, B, C, D, F, G, H, I, J, K,

Interview Q4: Professional development experience with CRP
Learned from a mentor teacher
Superficial, waste of time

D, G, J
A, B, C, E, F, G, H, J,
A, B, C, D, E, F, G, H, I, J,
K

Interview Q4b: Context of CRP training
Peace Corps and work outside of education
Training in teacher preparation program
School district training

A, B, C, D, E, F, G, H, J, K
H
A, C, F, G
B

Interview Q5: With training how well could you implement
CRP?
Could implement CRP well with training
Do a lot already, just needs fine-tuning
For some subjects it is easier to implement CRP than others
Make CRP part of teacher evaluation

A, B, C, D, F, G, H, I, J,
A, B, E, F, G, H, I,
A, B, F, G, H,

Interview Q5b: What kind of training would you like?
Relevant
Collaborative
Enduring

B, C, F, H,
B, F
A, D, K

Interview Q6c: What kind of support would help you?
PLC
Role-play
Curriculum materials

A, B, C, D, E, F, G, H, I,

Interview Q7b: Would teachers be receptive to training?
Yes, but needs to be high quality.
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In this doctoral study I investigated teachers' use of CRP. The local problem I
sought to address was that there is a gap in practice in that teachers are not adequately
using CRP in their curriculum. Teachers at the local study site have received inadequate
training in the use of CRP, and this phenomenon may have contributed to an achievement
gap between European American and Asian students and African American and Latinx
students. This doctoral study was guided by two research questions: 1) What are high
school teachers’ perceptions of CRP at the study site? 2) What are high school teachers’
understandings of their ability to implement CRP effectively?
This doctoral project study's conceptual framework was self-determination theory
(SDT), first postulated by Ryan and Deci (2000). It refers to an approach to human
motivation that explains how extrinsic motivation and social context can be transformed
into intrinsic motivation. This conceptual framework was appropriate for this study
because it sought to understand how to motivate teachers to employ CRP in their
curriculum. Teachers may become intrinsically motivated to implement CRP if the three
psychological needs of relatedness, autonomy, and competence are met. The findings
from this doctoral project study indicated that most teachers believed that CRP was a
significant way to reduce the achievement gap between European American and Asian
students and African American and Latinx students at the local study site. However,
teachers did not have a solid understanding of what CRP was or how to implement it in
their curriculum. Additionally, all teachers reported that professional development has
been ineffective at increasing their knowledge and skills concerning CRP or their ability
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to effectively utilize CRP in their classrooms. All teachers reported that with effective
professional development, they would be able to implement CRP effectively.
In this doctoral project study, I used a qualitative case study research design to
understand how high school teachers perceived CRP at the local setting. I used purposive
sampling to select teachers for this study. All participants were current classroom
teachers with 5 or more years of teaching experience. I conducted one-to-one interviews
and examined teachers' lesson plans for evidence of CRP. I conducted interviews using a
semi-structured approach, which allowed me to gain a deep understanding of teachers'
perceptions of CRP and their ability to implement it effectively. I carefully analyzed the
data to create codes and themes. I then created a table (Table 4) to organize the themes by
the research question. This table helped me to further organize and analyze the data so
that I had a better understanding of the data as it applied to the research questions.
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Table 4
Themes
Number of
participants
who reported the
theme
Research Question 1: What are high school teachers’ perceptions
of CRP at the study site?
Teachers believe that CRP is a significant way to reduce the
achievement gap.
Teachers do not know what CRP is.
Teachers use elements of CRP in their curriculum.

8
8
11

Research Question 2: What are high school teachers'
understanding of their ability to effectively implement CRP?
Teachers believe that professional development has been
inadequate.
Difficulties in implementing CRP.

10
9

Themes Relating to Research Question 1
In the first research question of this doctoral project study, I sought to understand
teachers' perceptions of CRP at the local site. An understanding of teachers' perceptions
helped to address the study's problem, which was a gap in practice in that teachers were
not adequately using CRP in their curriculum. This gap in practice may have been the
cause of an achievement gap at the local site between European American and Asian
students and African American and Latinx students. Analysis of the data revealed three
themes. The three themes are 1) Teachers believe that CRP is a significant way to reduce
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the achievement gap 2) Teachers do not know what CRP is, and 3) Teachers use elements
of CRP in their curriculum. In the remainder of this section, I will examine each of these
themes in detail.
Culturally Responsive Pedagogy is a Significant Way to Reduce the Achievement
Gap
An in-depth analysis of the data revealed that 7 out of the 11 teachers interviewed
believed that CRP was a significant way to mitigate the local site's achievement gap.
Reasons given included CRP helped teachers build trusting and caring relationships with
their students and created positive classroom environments. Recent literature suggests
that in order for deep learning to occur, teachers must build positive, trusting
relationships with their students (Foster, Halliday, Baize & Chisholm, 2020). Further,
words and actions let students know teachers care about them as individuals, and are an
essential component CRP (Hammond, 2015). CRP suggests that developing positive
relationships with students can take many forms and includes getting to know students’
taste in popular culture, television programs, music, movies, and books. Teachers
believed that building relationships and cultivating trust was an essential component of
effective teaching, not just of diverse students but of all students. Teachers then used
knowledge of students in their daily lessons. Teacher C is a 16-year veteran teacher who
indicated that their CRP training had been limited to the local school district's
professional development while a teacher at the local study site. As participant C pointed
out, "I also have a pretty open enough relationship with students, especially over time,
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you know, once that trust is built up, they’ll chime in with their own experiences and
relate it to what we’re talking about.”
Many teachers engaged their students in activities with the specific purpose of
getting to know them on a personal basis. Some of the techniques reported include
questionnaires, ice-breaker activities, and games. Teachers pointed out that when they
know their students personally, students tended to be more motivated and worked harder.
This observation was supported by the research that suggests that there is a positive
correlation between teacher and student relationships and student motivation, students’
perceptions of school climate, and overall increases in students’ grade point average
(Scales, Pekel, Sethi, Chamberlain & Van Boekel, 2020). Teachers noted, however, that
due to large class sizes, and the need to cover required content standards in a limited
amount of time, it took several months to get to know their students well. One teacher
indicated that positive relationships between students were equally important in building
a healthy and safe learning environment, as participant G stated:
You have multiple approaches, and you get the kids to talk to each other, and you
give them space. So, first of all, I developed a rapport with my students. It's very
important to have that, but you need them to have a rapport with each other. So
that doesn't happen if you're talking all the time.
To elicit the most student learning possible, teachers need to create a safe learning
environment where students felt uninhibited to take intellectual risks. Building a culture
of trust based upon strong relationships, according to participant H is paramount as they
pointed out, “It's important to create a culture where kids just feel safe taking risks. They
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don't feel like anybody is going to make fun of them. They don't feel like the teacher's
going to berate them.” Similarly, Participant B believed that CRP empowered students to
task risks and become more involved in classroom discussions and activities because they
have established positive relationships. They observed, "Teaching culturally just creates,
you know, an environment where kids can talk and to share their thoughts." Creating a
culture of trust is especially crucial for ethnically and linguistically diverse students who
may feel alienated by the dominant culture. This feeling of alienation may be exacerbated
when a student is not proficient in English or when the curriculum does not adequately
reflect the students' lived experience. Based upon Maslow's hierarchy of needs, recent
research indicates that a sense of "belongingness" is an essential condition that must be
met before significant learning can take place (Booker & Campbell-Whatley, 2018).
Positive school relationships are especially crucial for diverse students from cultures that
express communal rather than individual characteristics.
Not all participants were able to develop a rapport with their students. One
participant indicated that they have a great deal of difficulty relating to African American
males. They pointed out that this was most likely due to their age and not because of
racial bias. Participant I, one of the youngest participants, with only 4 years of teaching
experience, pointed out that perhaps the achievement gap was not the result of the
discrepancy between the teachers’ and students’ culture, but a generational gap. Older
teachers may have a difficult time connecting with younger students. Participant I
explained:
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I think it really has to do with generational culture rather than like how do I say
this? I know that there's cultures for families and the backgrounds that they come
from. But then I feel like what I'm capable of addressing is generational, the
culture within just the generation of students how they use technology, what kind
media they consume, what I think shapes them culturally.
Older teachers may in fact have a difficult time connecting with students in terms of their
consumption of modern technology such as social media and video games. The
generational gap may also be evident regarding perceptions of modern social movements
such as Black Lives Matter, and LGBTQ issues.
Two of the 11 participants indicated that they do nothing in particular to build
relationships with students or try to get to know them as individuals to include their
cultural heritage. Participant J is a 16-year veteran educator who came to the teaching
profession as a second career after spending 20 years in the business world. As
participant J pointed out:
I basically try to treat everybody exactly the same. I don't personally know their
backgrounds. I can tell their race and ethnicity and things like that. And I take that
into context, but I personally don't really know a whole lot about their home life,
and their background.
The participant pointed out that in their previous career in business, they were
trained to treat all clients the same without regard to race. At that time, being "color
blind" was thought of as a way to combat discrimination. While those who claim colorblindness do so in an attempt to control prejudice, in reality, it may perpetuate the status
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quo concerning race relations (Plaut, Thomas, Hurd & Romano, 2018). One teacher,
participant F, pushed back against the "color-blind" point of view, “CRP matters because
many people say I don't see color or I don't see race. I think that's problematic, but they
don't see themselves as problematic.” While most participants believed that CRP was a
significant way to reduce the achievement gap, two teachers pointed out that the
achievement gap was due to a set of complex socioeconomic factors outside of the
teachers' control. Some of the factors included generational poverty, broken families,
cultures that do not value education, and the legacy of discrimination. As participant G
noted:
As far as closing the achievement gap, I don't think it's that simple because the
reality that the achievement gap exists from years compounded by an array of
situations. like dating all the way back to redlining, it's a cycle of poverty and
there's so much that contributes to that.
Teachers Do Not Know What Culturally Responsive Pedagogy Is
Analysis of the data indicates that 9 of the 11 teachers interviewed do not know
what CRP is. All teachers in this study described taking a multi-education course as part
of their teacher preparation program or engaging in other cultural awareness programs as
either a member of the Peace Corps, Teach for America, or training received in a career
prior to teaching. Multi-education courses taken as part of a teacher preparation program
have been found to be deficient in preparing pre-service teachers for teaching in
multicultural environments (Brady & Esmail, 2019) When I asked teachers to describe
what they knew about CRP most described ways in which they recognize their students'
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surface culture to include observable features such as language, dress, special holidays,
and music. While appreciating students' surface culture is important, CRP goes much
deeper. Participant D has been teaching in public schools for 13 years and came to the
classroom after retiring from a previous career. The participant indicated that they do not
implement CRP despite having participated in professional development training to teach
in a culturally inclusive way. The main reason given as to why they did not use CRP in
their teaching was that they do not understand what it is or how to teach in a culturally
responsive way. Participant D stated, “Yeah I'll be candid, I don't know of any particular
way to approach cross-cultural student learning as opposed to regular teaching.”
Participant B, a 20-year veteran educator at the study site, indicated that many teachers
think they are teaching in a culturally responsive way, but are not. They pointed out that
teachers erroneously believed that if they included elements of students' culture, usually
in a superficial way, it was tantamount to teaching in a culturally responsive manner. As
participant B pointed out:
Culturally responsive just by that word. I don't know. I mean, it's a very broad,
right? It's a broad term. So, when you say that, even people in my department say
“I do that all the time.” But are they really doing that? Or is it just going over
different cultures or different countries, is that really what it is?
Another example of a teacher believing that recognizing surface culture is the same as
teaching in a culturally responsive way can be seen in participant K’s response to what is
CRP:
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We have these different days that we recognize Hispanic day and African
American day and so forth. And I have special activities for those days, and they
begin with having a panel. All of the students of a particular ethnicity come
forward and I asked them all questions.
Of the 11 participants I interviewed, 2 had a good grasp of the fundamental
aspects of CRP, including students' culture in all aspects of learning. Participant F has
been teaching for 11 years and believed that educators had a responsibility to reach all
learners regardless of their backgrounds. The participant described how they learned
about their students' cultures and then tried to include that knowledge in their teaching:
I know it's a big concern for our district and I incorporate it into my classroom. I
try and get to know aspects about my students throughout the year and make sure
that as a teacher, I'm teaching it, I know it's gonna be impossible to teach every
single aspect, every single culture, but I'm addressing elements of who those
people are that are sitting in my classroom and helping them identify with the
world and their and their place in it.
Teachers Use Elements of Culturally Responsive Pedagogy in Their Curriculum
While only 2 of the 11 teachers interviewed for this study had a solid
understanding of CRP, most teachers incorporated some elements of CRP in their
classroom practice, such as building relationships with students, and collaborative work.
CRP is not a set menu of teaching strategies but an ideological and philosophical
approach to teaching that incorporates how teachers see themselves in relation to their
students, students' families, and the community and their understanding of how
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knowledge is created and disseminated (Hammond, 2015). As previously discussed, one
of the significant characteristics of CRP is developing relationships of caring and trust
with students. All 11 teachers in this study indicated that building relationships with
students was an essential component of their teaching.
In her seminal article regarding CRP, Gloria Ladson- Billings argues that CRP is
just good teaching (Ladson-Billings, 1995). Good teaching means building a community
of learners who work collaboratively and think critically. Teachers in this study described
various teaching approaches that approximated these elements of CRP. All 11 teachers
indicated that they engaged their students in some type of collaborative or group learning.
Participant A described an activity in which students were placed into collaborative
groups of 3-5 students to discuss a passage they just read. Each member of the group was
given a "role" card, which described what each member of the group was responsible for
doing. Roles included discussion leader, timekeeper, researcher, secretary, and public
speaker. While students were engaged in their group activity, participant A used the time
to have one-on-one conversations with students who needed extra help or with whom
they wanted to build rapport. Participant H believed that students working in
collaborative groups was an excellent way for them to build relationships with their
students and build a class culture in which students felt uninhibited to take intellectual
risks. Participant H pointed out, “creating small communities in your classroom and
getting to know your students through group work and working with them and
understanding them as individuals in order to help them progress is very important.”
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All teachers interviewed for this study described using some form of group work
or student collaboration as part of their teaching. Informal collaborative learning (ICL) in
the form of think-pair-share and jigsaw methods were the most cited approaches, which
concurred with the literature on the subject (Salim, Abdullah, Haron, Hussain & Ishak,
2019). Two teachers, participants I and F, stated that they incorporated project-based
learning in their curriculum. Several teachers said they would use the strategy more often
if they had time. Other objections cited by the participants to using collaborative groups
included excessive socializing in the groups and other "off-task behavior," time for
preparation of teaching materials and tasks, teaching students how to be collaborative
learners, and assessing student learning.
Several teachers pointed out that the subject matter had a lot to do with whether or
not a teacher used CRP. Participant A noted that subjects like history, language arts,
literature, political science, and foreign languages naturally lend themselves to teaching
in a way that was culturally congruent. These subjects often deal with topics that are
subjective, therefore, lend themselves to interpretation and debate. As participant G
noted:
And then, of course, I'm lucky in my curriculum. You know, being a literature
teacher, I specifically choose works, articles, critical essays, that put us in a
position to have the kinds of conversations that I want us to have.
Subjects that are more "fact-based" such as science, technology, engineering, and
mathematics (STEM) were perceived by teachers to be more challenging to teach in a
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culturally responsive way (Razfar & Nasir, 2019). Participant E, a STEM teacher,
however, described using African American culture when teaching about math concepts:
When we are studying parabolas and curves, I introduced one of the first
successful Black architects, Paul Revere Williams who designed the building at
LAX. I don't know if you've ever seen it? Which is all parabolas and stuff. And a
lot of his architecture deals with curves. So, this is something that shows some,
gives some cultural background to African American students here. He is
somebody, a successful architect who came up in the twenties or thirties.
Teaching in a culturally responsive way is just as important in mathematics as it is in any
other subject area. Research indicates that mathematics teachers should teach in such a
way that takes into account students’ culture, prior experiences, frames of reference, and
performance styles to bolster access, equity, and empowerment of diverse learners
(Thomas & Berry, 2019).
Themes Relating to Research Question 2
The second research question of this doctoral project study sought to understand
high school teachers’ understandings of their ability to implement culturally responsive
pedagogy effectively. An analysis of the data revealed three themes pertaining to this
research question. The three themes are (a) teachers believed that professional
development has been inadequate, (b) what teachers would like to see in professional
development to be able to implement CRP effectively, and (c) difficulties in
implementing CRP.
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Teachers Believed that Professional Development Has Been Inadequate.
Of the 11 teachers interviewed for this study, 10 believed that the professional
development training required by the school district was ineffective at training teachers to
be culturally responsive educators. The three main objections to the training were 1) the
professional development is not grade or subject appropriate 2) the training had no
purpose, and 3) the training did not foster professional collaboration.
All teachers at the study site have been required by the school district to
participate in professional development designed to foster equity and combat implicit
bias. The training sessions consisted of three videos: 1) Equity 101: Starting the Equity
Conversation 2) Focal Students: Equity in the Classroom 3) Implicit Bias, Structural
Racialization, and Equity. Each video was approximately 45 minutes in length. The
school district required teachers to view the videos, usually individually on their
preparation periods. At the end of each video there were between 5 and 10 review
questions. The review questions were in multiple-choice format. 9 of the 11 teachers
pointed out that the reason they believed the training was ineffective was that it did not
apply to their grade level, subject taught, and the training was done in isolation rather
than with colleagues. Participant J noted that little training prescribed by the school
district applied to high school teachers:
We complain about each and every training that we get. I would like it to be
directed at the high school level. I don't think in the 15 or 16 years that I've been
in the district, have I had any training that deals with high school.
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Participant C echoed this frustration with district PD that does not apply to their specific
professional needs:
I would basically need training with CRP that encompasses high school social
studies. I would need it really specific. I think that's part of the problem is they try
this one size fits all type of thing and it doesn't really give you enough tools to be
practical.
In addition to PD that was not subject and grade-level specific, teachers felt as if the
training had no specific purpose. Most teachers described the training as "fly by" or
training that "checked the box" regarding CRP. Participant F stated:
We've become so jaded as teachers to training because they all seem to be fly by
the night or, Oh, let's just add another video to the library and we'll have teachers
watch three videos, and we're going to say that we've addressed cultural inclusive
classrooms.
Participant H echoed the same concerns in regard to not understanding the purpose of the
training:
And I also didn't feel like there was ever a clear purpose for why we were doing it
and maybe I just missed it. Maybe it was me not paying attention. I don't know. It
just, wasn't the best delivery system.
These observations were congruent with the research on effective professional
development, which suggests that the training to be effective it must be applicable,
aligned with the teachers' interests, and foster social cohesion (Bautista & Wong, 2019).
Participant C indicated they would rather professional development be relegated to small
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groups of teachers who taught a similar subject. The small group setting would allow the
opportunity to collaborate and have collegiality with coworkers, they stated "I think
again, that's why working with maybe the smaller groups is good. Cause at least we're in
it together. It's, it's easier to double-check on what everyone else is doing or what they
might need help with." Participant B, a 20-year veteran educator, echoed their frustration
with the professional isolation found in the teaching profession, "Oh, we're on our own
island, you know, we're not really connected. I almost think of it as kind of a problem in
the teaching field as it is currently set up." Teachers' desire to work collaboratively and
engage in role-playing could be a way to motivate teachers to implement CRP and build
professional collegiality. Participant I stated:
I like role-playing. I'd love to see some teachers get up in front of the class and
pretend to be students, and I don't know. I think that we need to have more
arguments and more, not arguments, but more dialogue with teachers about,
especially like I hear other students talk about teachers that they really like, it's
like, I want to know what that teacher is doing because I want to emulate it.
As an outlier, one teacher believed that the training provided by the district in CRP was
valuable. Participant E has been teaching for 43 years and considers themselves to be an
inclusive teacher who has sought ways to reach all learners throughout their career. The
participant explained that they liked the examples given in the videos and believed that
either teachers embrace CRP in their teaching or do not. They went on to explain that
there is not a lot of teachers in the middle who are undecided.
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Difficulties in Implementing Culturally Responsive Pedagogy
Nine of the 11 teachers interviewed for this study indicated that there were several
reasons why CRP was not used more often. The reasons included 1) teachers did not want
to change their curriculum, and teaching techniques 2) there was no incentive to use CRP
3) teachers didn’t want to discuss issues of race.
Five teachers indicated that teachers did not implement CRP because they did not
want to change the way they taught. Several teachers pointed out that they had been
successful teaching all students as indicated by Advanced Placement (AP) and ACT
scores and did not feel that there was any need to modify their teaching approach.
Participant K described the phenomenon this way:
It means more work. It means exposure. It means learning new things, and the
unknown, and people don't like to change. I've been doing it this this way for
years and it's worked. Why should I have to change? I know it works well. What
they're basically saying is I know what works for me. Not necessarily for the
students.
The theme was reinforced by several teachers who believed that teachers, especially
those that had been teaching for long periods of time, did not want to change. Participant
C pointed out:
I think it may be a combination of them being complacent and comfortable at the
same time. And there's really no motivation and there's also no repercussions for
them to not do that. So, you know, kind of what's the purpose of trying something
new?
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Participant A concurred with this theme when they stated, “I think there's a tradition. I
don't want to say there's complacency. No, I will say complacency. That's the perfect
word for it.”
Several teachers said that more teachers did not implement CRP in their
curriculum because there was no incentive to do so. Teachers in the local district and
study site are evaluated based upon ten standards that measure teachers' effectiveness in
various teaching and professional responsibilities. None of the standards required
teachers to implement CRP. Further, participants pointed out that administrators at the
local study site did not require teachers to teach in a culturally responsive way.
Participant B stated, "Because if it's not part of the evaluation, it's not at an area where an
administrator is looking to give a score. Most teachers, I think for the most part, it will be
like, Oh, I don't think so." Because CRP is not used as a standard for evaluating teachers,
teachers had no external incentive to implement the approach. The teachers who did try
to teach in a culturally responsive way stated that they had internal motivation because it
was crucial to try to reach and educate all students regardless of their background. One
participant noted that teachers either teach in a culturally responsive way or do not, that it
is challenging to try to convince a teacher to adapt to a new way of teaching, especially
when they did not believe in it or when the training and support were not adequate.
Several teachers had suggestions on motivating teachers who do not currently teach in a
culturally responsive way to begin to do so. Participants agreed that if teachers
understood that CRP would help all students succeed academically, they might be more
inclined to try it. Participant D stated, "I think if teachers came to understand that by
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doing things a certain way, teaching in a culturally responsive way, these students from
different cultures were going to do better in school." Participant I echoed this sentiment
when they said:
Make it important for them. Like, I guess you'd have to illustrate the issues with
not having CRP in the class, right? Like here are the things that CRP could
positively affect. And I think maybe you could get buy-in that way.
Another reason that teachers did not teach in a culturally responsive way involved
issues of representation. 3 of the 11 teachers interviewed in this study were concerned
that they could not represent all cultures equally in their teaching. Participant J stated:
How do you single out one group over another? Or if you don't want to do that,
how do you address all of them? I mean, do you short one group when you're
trying to address another group or do you shortchange everybody?
One teacher pointed out that there was resistance to CRP from European American
students who felt that more time should be spent on the subject rather than cultural
perspectives. Participant D stated it this way, "The basic European American students are
the students that have been here for a long time are saying to themselves, what the heck
are we going in that direction for?" One participant indicated that CRP was not used more
by European American teachers because of issues of race. European American teachers
may feel defensive or uncomfortable having difficult conversations about race and
gender. Participant G described it this way: “I would think that, especially from my
experience anyways, white teachers who are defensive and, you know, for the same
reason are people who are afraid to talk about race.”
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Conclusion
The problem that I addressed in this study was a gap in practice in that teachers
were not using CRP at the local study site. I addressed this problem by conducting
research to investigate teachers' perceptions of CRP. I addressed this purpose by
implementing qualitative case study research with educators at the local study site. There
were two research questions in this study, RQ1 asked what were high school teachers'
perceptions of CRP at the local study site? RQ2 asked what were high school teachers
understanding of their ability to implement CRP effectively? To answer these research
questions, I conducted a qualitative case study with 11 teachers at the local study site. I
selected the teachers using purposive sampling to yield a wide variety of teaching
experiences and perspectives. Through teacher interviews, analysis of teachers' lesson
plans, and research notes, I gathered thick descriptions of teachers' lived experiences
regarding the phenomenon, which yielded answers to this study's research questions.
With the first research question I sought to understand teachers' perceptions of
CRP. Analysis of the data yielded three themes 1) teachers believed that CRP was a
significant way to reduce the achievement gap 2) teachers did not know what CRP was 3)
teachers used elements of CRP in their teaching. Overall, the data suggested that teachers
believed that CRP was a positive teaching approach that benefited all students. Further,
CRP was an effective way to increase student achievement, particularly with underserved
students. The research indicated that while all teachers were familiar with multicultural
education and approaches, few teachers went beyond including students' surface culture
in their lessons. CRP requires teachers to use students' culture as a strength by including

77
multiple representations, alternative assessment models, and various teaching strategies
to include collaborative learning (Kieran & Anderson, 2019). Even though teachers did
not have a solid understanding of CRP they did include elements of CRP to include
building relationships with students and collaborative learning.
With the second research question I sought to understand how well teachers
believed they could implement CRP effectively. While most teachers believed that with
proper training and support, they could implement CRP into their curriculum, teachers
universally agreed that professional development at the local study site and the school
district was inadequate. Most teachers believed that the school district's training was
highly perfunctory and offered teachers little by way of grade and subject-specific
training. Additionally, teachers lamented not having the opportunity to collaborate with
their colleagues in learning CRP. All training had been done individually through on-line
webinars. Teachers pointed out that small collaborative groups in which they could roleplay, dialogue, and learn from one another would be highly valuable in implementing
CRP. The need for teachers to collaborate to implement CRP effectively was supported
by recent research (Guerrero, Shahnazarian & Brown, 2017). There was one discrepant
case that emerged from the research worth noting. When discussing teachers' ability to
connect with students, participant I indicated that the teachers' inability to connect with
students may not be due to a cultural gap, but a generational gap. Older teachers did not
adequately understand their students because they were out of touch with technology and
social media. Participant I was the youngest teacher interviewed for this study and had
the least experience as a teacher.
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SDT was the conceptual framework that guided this study. It was used to develop
the research and interview questions, and the codes and themes from the data gathered.
SDT predicts that individuals will exhibit high intrinsic motivation when the three
psychological factors of autonomy, competence, and relatedness are met (Kaur &
Noman, 2019). The teachers I spoke with told me that they enjoyed a high level of
autonomy in planning their lessons. They suggested that as long as they addressed state
and county content standards, they had the autonomy to teach the standards in the manner
they saw fit. This sense of agency empowered teachers to take risks and try new
pedagogical approaches even if they were not successful the first time. Most of the
teachers I interviewed demonstrated a large degree of confidence in their abilities as
teachers. All 11 teachers reported that participation in their departments’ PLC provided
interconnectedness and a sense of belonging. Because teachers' needs for autonomy,
competence, and relatedness were met, they felt intrinsic motivation to try new
pedagogies, many of which were consistent with teaching in a culturally responsive way.
From the data analyzed, it was likely that in-person school-wide professional
development in CRP, supported in subject area PLCs, would be an effective approach to
addressing this study’s problem, which was a gap in practice in that teachers were not
adequately using CRP. For that reason, the project deliverable was a three-day teacher
professional development seminar in CRP supported by participation in subject-specific
PLCs.

79
Section 3: The Project
Introduction
In this doctoral project study, I investigated teachers' use of CRP. Using a
qualitative case study design, I conducted semi-structured interviews with 11 teachers at
the local study site to understand their perceptions of CRP and their ability to implement
CRP in their classrooms effectively. The findings of this study revealed that teachers
believed that CRP was a significant way to reduce the achievement gap, but that most
teachers do not fully understand CRP. Additionally, most teachers are already using some
elements of CRP in their teaching. Furthermore, the study indicated that teachers believed
that with adequate professional development, they could effectively implement CRP, but
professional development delivered by the school district has been inadequate to meet
their needs. In this section I explain the project study deliverable, a 3-day professional
development seminar concerning the implementation of CRP. Further, I discuss the
rationale, provide a review of the literature concerning effective professional
development, describe the project, report on how I am going to evaluate the professional
development workshop, and finally, discuss the implications of the project deliverable.
The professional development seminar’s goals are:
•

for teachers to gain an understanding of CRP, including its philosophical
underpinnings;

•

for teachers to develop the pedagogical content knowledge required to
implement effectively CRP using the Universal Design for Learning (UDL)
and project-based learning (PBL) framework;
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•

for teachers to collaborate and create lessons using the principles of CRP,
UDL, PBL;

•

for teachers to review their peers’ lessons as critical friends; and

•

for teachers to engage in PLCs throughout the year to collaborate and support
colleagues in the implementation of CRP lessons.
Rationale

The rationale for developing a 3-day professional development workshop was
based on the findings of this project study. The study results suggested that teachers need
training in the understanding and implementation of CRP. As with all professions, it is
imperative that teachers update their knowledge and skills to exercise better professional
performance, advance in their careers, and improve themselves and their institutions
(Ayvaz-Tuncel & Çobanoğlu, 2018). Further, professional development can help teachers
in their proficiency in curriculum, psychology, and understandings of the latest teaching
techniques to include their pedagogical content knowledge (Gumbo, 2020). In other
words, the better the professional development teachers receive, the more competent they
become, and the more students learn. Because the research suggests that there is a gap in
practice at the local study site in that may be caused by teachers not adequately using
CRP in their classrooms, the 3-day professional development workshop I developed will
address this problem. The professional development will be made available to all teachers
during the professional development time allotted by the local study site and in their
department PLCs. On the first day of the workshop, teachers will learn about culturally
responsive teaching with its focus on building relationships and communities with
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students to include social-emotional learning, culturally congruent curriculum and
materials, and culturally congruent pedagogy based on brain development. On the second
day of training, teachers will learn about UDL and why it is a powerful approach for
marginalized learners. And on the third day teachers will learn about PBL and how to
create and implement the framework effectively.
Review of the Literature
In this doctoral project study, I sought to understand teachers' perceptions of CRP
at the local site. A better understanding of this phenomenon has led to the creation of a 3day professional development workshop based upon the data gathered and analyzed from
teachers at the local study site, as described in Section 2. In the following literature
review, I examined the ensuing themes: (a) high-quality professional development, (b)
UDL, and (c) parent and community partnerships. To successfully reach saturation of the
literature, I conducted an in-depth search using the following databases contained in
Walden University's online library: Education Source, ERIC, Sage Journals, and
EBSCOhost. I also used the Google Scholar search engine. I limited my searches to
articles published in peer-reviewed academic journals between the years 2015-2020. For
seminal works, I did not apply date limitations. The search terms I used to complete a
thorough review of the literature included andragogy, adult learning theory, how adults
learn, pedagogical content knowledge, content knowledge, job-embedded learning,
curriculum knowledge, active learning, peer coaching, teacher reflection, teachers and
social interaction, professional development, teacher social support, effective
professional development for teachers, Universal Design for Learning UDL, Universal
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Design for Learning best practices, Universal Design for Learning and student
achievement, Universal Design for Learning for marginalized students, project-based
learning, project-based learning and student achievement, and professional development
design.
Adult Learning Theory
For this project study, I created a professional development workshop to address
the problem of a gap in practice in that teachers were not adequately using CRP at the
local study site. The creation of the project was informed by adult learning theory
postulated by Knowles (1980). The data collected in Section 2 indicated that teachers
have not been satisfied with the quality of professional development content and delivery.
This dissatisfaction seemed to come from the belief that the professional development is
not relevant to their unique teaching situation. Because people learn differently
throughout their lives, understanding the unique needs of adult learners is appropriate in
the design of the workshop.
Andragogy is the art and science of helping adults learn. The term was first
coined in the 1800s by Alexander Knapp but made popular in the 1960s by Knowles
(Mews, 2020). Knowles postulated that adults learn best when six andragogical principles
are utilized. The six principles are: (a) the learners’ need to know, (b) the learners’ selfconcept, (c) the learners’ prior experience, (d) the learners’ readiness to learn, (e)
orientation to learning, and (f) motivation to learn (Knowles, Holton & Swanson, 2005).
A better understanding of adult learners' particular needs could result in more impactful
professional development. This theory was appropriate for the development of this
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project because the research conducted with teachers at the local site provided insights
into why they found current professional development practices inadequate to meet their
professional and personal needs.
According to the principles of andragogy, adult learners need to know why they
are learning something. They must see how the information they are learning applies to
their professional lives to include short-term and long-term goals (Mews, 2020). One of
the themes that emerged in the research was that teachers did not see the need or purpose
of past professional development. This perspective may have contributed to their
perception that professional development has been a waste of their time. Traditionally,
students rely on their teacher concerning "what is to be learned, when it is to be learned,
how it is to be learned, and if it has been learned" (Knowles, 1980, p. 43). Unlike
younger students, adult learners usually have a positive self-concept in moving from
being dependent to independent learners. This movement entails having a sense of
responsibility for their learning and the desire to make their own decisions regarding
professional learning. This principle concurs with the SDT idea that teachers need to have
autonomy in their ability to make professional decisions to be intrinsically motivated
(Jansen In De Wal, Van Den Beemt, Martens, & Den Brok, 2020).
Another characteristic of adult learning is the need to utilize the learners’ prior
experience. Adults bring a wealth of varied experiences and expertise to their learning,
which may serve as a rich resource for learning. Further, adult educators may be able to
help these learners identify and mitigate bias they may possess while valuing their rich
experiences (MacLellan, Callary, & Young, 2019). Young learners are forced to learn
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according to the timeline and mandates of the educational institution to which they
belong. Much of this learning is extrinsically motivated, usually by threats of punishment
or promise of external rewards. Adult learners, however, are often ready to learn due to
real-life needs, problems, and tasks. The learning, therefore, is likely to be more
intrinsically motivated (Cook & Card, 2018). As people mature, they move from
acquiring knowledge for future applications to wanting information that they can apply
immediately; they move from subject-centered tasks to performance-centered ones
(Mews, 2020). Due to this phenomenon, adult learners want information that they can
apply directly to their current situations. The final aspect of andragogy is motivation.
Adults are usually motivated to learn for intrinsic reasons related to their needs, interests,
and benefits. These factors may be related to their careers, advancement opportunities,
family obligations, and overall self-satisfaction (Mews, 2020). Despite the wide
acceptance of andragogy, not all researchers and academics agree with Knowles’ theory
of adult learning. One of the major criticisms of the theory is that the theory rests upon a
weak empirical basis, and as a result, andragogy cannot be considered a theory of adult
learning (Loeng, 2018).
The final analysis of the data collected in this project study indicated that
participants believed that professional development they have received on cultural
inclusivity has been inadequate in meeting their professional needs. As a result, teachers
indicated that they would benefit from professional development in CRP that was high
quality, applicable, and provided opportunities for professional collaboration. I developed
the 3-day professional development workshop described in this section based on the
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research conducted in Section 2. Further, adult learning theory postulated by Knowles
(1980) guided the creation of the workshop by applying the principles of andragogy into
practice. High-quality teacher professional development has been shown to increase the
learning outcomes for all students (Gupta & Guang-Lea Lee, 2020). A highly qualified
teacher in the classroom can do more for student academic achievement than any other
controllable policy.
High-Quality Professional Development
One of the themes that emerged from my research was the need for high-quality
professional development in the use of CRP. To address the local problem of this study,
that there was a gap in practice that teachers were not adequately using CRP, I created a
3-day professional development workshop on the implementation of CRP.
In providing teachers with high-quality professional development in the use of
CRP, I hope that teachers will improve their knowledge, skills, and disposition in the
implementation of CRP, which may increase student achievement for all students at the
local study site. According to Darling-Hammond, Hyler, and Gardner, (2017), effective
professional development is defined as “structured professional learning that results in
changes to teacher knowledge and practices, and improvements in student learning
outcomes (p. 2).” Research that examined the effects of professional development on
teachers' ability to effectively teach English Language Arts in a Title 1 elementary school
indicated that professional development positively impacted student learning (Gupta &
Lee, 2020). There are seven features of high-quality professional development.
Professional development should be content-focused, incorporate active learning, support
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collaboration, use models of effective practice, provide coaching and expert support,
offer opportunities for feedback and reflection, and be of sustained duration (DarlingHammond et al., 2017). Each feature is examined in this section.
Characteristics of High-Quality Professional Development
There are three major domains that teachers need to be proficient in for students
to be academically successful: content knowledge, curriculum knowledge, and
pedagogical knowledge. Content knowledge is the depth of knowledge to include its
concepts and phenomenon in one's subject area (Serin, 2020). Curriculum knowledge is a
teachers’ understanding of the placement and importance of subjects and concepts to be
taught chronologically (Serin, 2020). Pedagogical content knowledge is broadly defined
as a teacher’s knowledge of effective teaching to include an understanding of curriculum,
curriculum materials, instructional strategies and the ways students learn so that they can
successfully address students’ learning needs (Appova & Taylor, 2020). Highly effective
professional development should include elements of all three domains. In other words,
professional development should provide teachers with instructional strategies that is
associated with specific subject content. In order to do this, professional development is
most successful when teachers have the opportunity to collaborate with colleagues that
teach in similar settings to include grade level and subject area (Darling-Hammond et al.,
2017). Professional development is more effective when teachers have an opportunity to
incorporate what they have learned actively.
Highly effective professional development incorporates active learning. Active
learning means that teachers are afforded opportunities to practice real-life situations
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similar to what they will experience in the classroom. This approach is sometimes
referred to as job-embedded learning (Zepeda, 2019). One of the hallmarks of this
approach is that teachers should be actively engaged in their learning and not be just
passive observers of professional development training. In other words, teachers should
have the opportunity to put into action the content they have learned. Research indicates
that students who engage in active learning, such as peer teaching, and inquiry-based
practice have higher academic achievement than those who do not (Hancock, Hare,
Denny, & Denyer, 2018). However, teachers have been slow to adopt these techniques in
their classrooms (Strubbe, Stang, Holland, Sherman, & Code, 2019). This may be due to
teachers not having the support and feedback necessary to implement new teaching
approaches. Professional development that provides teachers an opportunity to actively
implement what they have learned is more effective than passive forms of learning
(Strubbe et al., 2019). Teacher collaboration is another component of highly effective
professional development.
The Race to the Top program signed into law by President Barrack Obama in
2009 sought to improve student achievement by, among other things, requiring states to
provide teachers with high-quality professional development and opportunities to
collaborate. The PLC has been an effective collaboration model in which teachers can
engage in site-based collaborative learning and reflective inquiry (Battersby, 2019). For
example, a recent study of mathematics teachers’ working collaboratively in PLCs
revealed that teacher collaboration enabled teachers to approach their teaching more
effectively. This outcome was partially due to the focus on specialized content
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knowledge and the community as a productive learning space for teachers (Zulu &
Bertram, 2019). Further, a review of 13 empirical studies on the effectiveness of PLCs on
teacher practices and student achievement revealed that participation in PLCs increased
student achievement by providing teachers facilitator support, collaboration, active
learning strategies, focus on instruction and students, and reflective dialogue (Doğan &
Adams, 2018). The PLC space should be used by teachers to model effective practice and
include new pedagogical techniques, lessons, and curriculum planning. In other words,
active professional development allows teachers to become members of a "community of
practice" in which they collaborate with other teachers, administrators, and academics to
improve their practice (Canaran, & Mirici, 2019). Coaching is another practical approach
to develop teachers professionally.
Peer coaching is a form of professional development in which teachers are paired
with experienced mentors to improve practice through “ongoing classroom modeling,
supportive critiques of practice, and specific observations” (Wei, Darling-Hammond,
Andree, Richardson, & Orphanos, 2009, p. 14). Research indicates that a strong peer
coaching relationship increases a teacher's skills by turning theory into practice and
promoting deep professional reflection (Pearce, de la Fuente, Hartweg, & Weinburgh,
2019). Reflection and feedback are essential components of peer coaching. Feedback on
teacher performance may be the single most influential aspect of teacher improvement
(Garcia, James, Bischof, & Baroffio, 2017). The peer coaching relationship may also
contribute to highly effective professional development by providing teachers necessary
social interactions. The teaching profession is marked by working in isolation. Often
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teachers spend most of their workday without coming into adult contact due to the
physical structure of schools, student scheduling, and the compressed time table of
schools (Ostovar-Nameghi, & Sheikhahmadi, 2016). Adult learning theory suggests that
learning is a social undertaking. Therefore, adults learn best when they are members of a
team such as PLCs (Zepeda, 2019).
The final characteristic of high-quality professional development is sustained
duration. Research conducted for this doctoral project study indicated that one of the
most common complaints teachers have of inadequate professional development is the
short duration or "fly-by" in nature. High-quality professional development is
characterized as training that is a steady progression rather than a one-time encounter
usually involving direct instruction or other passive forms of learning. Research indicates
that professional learning should be close to 50 hours or more to make lasting changes in
teachers’ professional practice (Matherson & Windle, 2017). Professional development
of longer durations will allow for scaffolding from one session to the next, providing
teachers time to reflect, and hone pedagogical techniques resulting in marked
improvements in students learning (Darling-Hammond et al., 2017). Effective
professional development of long duration usually involves active strategies for teacher
participation and collaboration. The goal of effective teacher professional development is
for teachers to design and implement a curriculum that will yield high cognitive demand
for all learners. This approach may contribute to the mitigation of the achievement gap at
the study site. Now that the components of effective professional development have been
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analyzed, the next section will examine how they are implemented into a professional
development program.
Professional Development Design Features
The design features of professional development utilize the components of highquality professional development to provide a framework to adult learning that elicit
teachers’ professional growth and knowledge. Some of the design features include the
role of the facilitator, the teacher as learner, communities of practice, and intensity. The
role of the facilitator should be that of co-learner. More meaningful interactions can be
achieved if the professional development facilitator steps out of their role as "expert" and
assumes a co-equal learner position. Facilitators can do this by eliciting teachers’ prior
knowledge, creating cognitive dissonance, application of teachers’ knowledge with
feedback, and helping teachers reflect on their learning (Ince, 2017). These steps could
engender a sense of equality and mutual respect with participants, which might facilitate
open dialogue and trust. However, the facilitator should act as a counterweight to ideas
and misconceptions that may encroach into the learning space (de Araujo, Orrill, &
Jacobson, 2018). Facilitators should not think of teachers’ knowledge as a deficit in need
of remediation. Instead, teachers should be appreciated for their wealth of experience and
knowledge (Biccard, 2019). Teachers' backgrounds can serve as powerful catalysts to
further professional learning by sharing experiences and perspectives.
Due to the complex and dynamic nature of the teaching profession, professional
development should be built upon the idea that teachers are lifelong learners and should
have agency in their professional learning process (Kelly, Wright, Dawes, Kerr, &
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Robertson, 2019). Effective professional development programs provide teachers with
choices in their learning and growth path (Biccard, 2019). Research has shown that when
teachers have agency in choosing their professional training, there were substantive
changes in their teaching practices to include adopting new teaching techniques and
approaches to meet the needs of their students (Wagner, Ossa Parra, & Proctor, 2019).
Another design feature of effective professional development is to build communities of
practice. PLCs are designed to create a sense of community and are based upon the idea
that people learn as part of a group and their interactions with each other (Araujo, Orrill,
& Jacobson, 2018). The most successful PLCs involve teacher-led discussions of subject
content, field-related research, their students’ performance and achievement, and
classroom best practices (Kennedy, 2016). Additionally, effective communities of
practice allow teachers to construct their knowledge through active inquiry (Biccard,
2019). Teachers need to be involved in collaboration and inquiry practice so that they can
fully appreciate the cognitive, social, and emotional components of professional
development to best support their students’ needs (Hobbs & Coiro, 2019). The last
professional development design feature to be discussed is intensity. Intensity refers to
the total number of teacher contact hours or the total duration of professional
development training (Kennedy, 2016). There is significant theoretical and empirical
evidence suggesting that professional development ranging between 12-18 weeks or
longer is optimum in changing teachers' perceptions and attitudes (Kowalski et al., 2020).
In other words, professional development that spans a semester is ideal, as opposed to
training of 2-3 weeks or shorter duration usually held in the summer.
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Student Achievement Through Differentiation
To successfully teach diverse learners, teachers need to provide learning activities
that require a high degree of cognitive output. That includes differentiating instruction to
meet diverse students' unique needs (Kieran & Anderson, 2019). This approach to
teaching may be especially beneficial to marginalized students who have fallen behind
their peers academically. The marginalization of some student groups has created a class
of dependent learners unprepared to do work that requires high cognitive demand such as
critical thinking, creative problem solving, and analytical reading and writing
(Hammond, 2015). These skills and dispositions are mandatory if a child is to be
successful in the 21st-century economy (Kan’an, 2018). However, marginalized students
generally receive an education that is teacher-centered to include direct instruction and
assessments that are low on Bloom's Taxonomy like factual recall. Due to the deficits in
learning that many marginalized students come to school with, they need learning
opportunities that will elicit high cognitive demand (Hammond, 2015). To achieve this,
teachers should offer differentiation, opportunities for self-determination, and, most
importantly, lessons that are challenging and require students to think at the top of
Bloom's Taxonomy, such as creating, evaluating, and analyzing (Kieran & Anderson,
2019). Research conducted for this doctoral project study indicated that teachers believe
that CRP is a significant way in which to reduce the achievement gap and that they
already utilized aspects of CRP in their classrooms, but teachers did not explicitly engage
all of their students with learning tasks that involve differentiation and high cognitive
demand. Further, research indicates that teachers that have high expectations for all
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learners and engage them with a growth mindset have higher learning outcomes
(Binning, Wang, & Amemiya, 2019). Two teaching frameworks that provide for
differentiation and elicit high cognitive demand are UDL and PBL. Each approach will
be discussed in the following sections.
Universal Design for Learning
UDL is an approach to teaching designed to overcome barriers to learning such as
the curriculum, instruction, and assessment and not deficits within students (Kieran &
Anderson, 2019). UDL does this by offering flexible approaches and differentiation to
teaching and learning to include how information is presented and how students can
demonstrate what they have learned (Kennette & Wilson, 2019). UDL provides students
with appropriate accommodations, support, and challenges by maintaining high
expectations for all learners (Flagg-Williams & Bokhorst-Heng, 2016). UDL moves from
a deficit model of individual student learning to one in which the most significant number
of students possible is engaged in learning activities. UDL has been found to increase
student engagement and interest in ethnically and linguistically diverse students in K-12
classrooms. A systematic review of 13 research articles on UDL found that teachers and
students involved in UDL best practices were engaged and motivated (Capp, 2017).
Further, research indicated that UDL helps to eliminate barriers to participation for
ethnically and linguistically diverse students (Coppola, Woodard, & Vaughan, 2019).
However, the research indicated that in order for teachers to properly implement UDL
they must receive appropriate training and support to include opportunities for
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collaboration (Ok, Rao, Bryant, & McDougall, 2017). There are three underlying
principles of the UDL framework.
The UDL framework is built upon three principles, they are multiple means of
representation, multiple means of action and expression and, multiple means of
engagement (Hall, Cohen, Vue, & Ganley, 2015). Multiple means of representation is the
variety of ways a teacher presents information to their students. When implementing
multiple representations, the teacher should consider how their students best perceive and
internalize information, including multimedia, audio, and video. Using multiple means of
representation and clear connections to student's unique backgrounds can help make
abstract ideas and concepts more relatable to a variety of learners (Kieran & Anderson,
2019). Further, multiple representations strengthen students’ neural pathways facilitating
growth in cognitive function (Kennette & Wilson, 2019). A meta-analysis of the literature
(N=18) found that the principle of representation led to higher student engagement than
traditional curriculum materials (Capp, 2017). Next, multiple means of action and
expression will be discussed.
Multiple means of action and expression is the principle that students should be
given a broad range of options to demonstrate their knowledge (Murawski & Scott,
2019). When students choose assessments, they can demonstrate more effectively what
they have learned uninhibited by barriers to learning, such as language and background
knowledge deficits. Their products would be a more accurate picture of the mastery of
lesson objectives (Kennette & Wilson, 2019). Research indicates that when students have
options to demonstrate mastery through various platforms, they do so more proficiently
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(Goldowsky & Coyne, 2016). Further, technology may be an important way to provide
students with choice and improve writing skills, especially for culturally and
linguistically diverse students (Hitchcock, Rao, Chang, & Yuen, 2016). To reach all
students, teachers should employ multiple means of engagement as a way to develop an
inclusive environment in which learners have diverse opportunities to engage in social
and emotional learning (Murawski & Scott, 2019).
When teachers provide students with multiple means of engagement, they become
active autonomous participants in the learning environment (Kieran & Anderson, 2019).
Actively engaged students tend to understand and learn more and see the relevance of the
learned material, more so than students who are passive learners (Kennette & Wilson,
2019). Active learning may consist of small group work, online and technology-based
assignments, class discussions, PBL, and inquiry learning. A study of 58 teachers, grades
1-12 who implemented UDL in their classrooms reported increases in student
engagement, peer-to-peer social interactions, and social and emotional outcomes (Katz,
2015). Teachers were also positively impacted by UDL and reported higher job
satisfaction and self-efficacy when they were provided an opportunity to professionally
collaborate in PLCs (Katz, 2015). The inquiry design model is another framework that
teachers can use to increase the cognitive demand for all learners.
Project-Based Learning
PBL is an interdisciplinary approach to teaching and learning where students
create in-depth projects that engage them in complex, real-world tasks, and inquiry.
Unlike traditional projects that are usually assigned at the end of a unit of study as a form
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of enrichment, PBL promotes deep learning of a subject and its concepts, as well as
engenders a sense of accomplishment by doing something that matters (Virtue, &
Hinnant-Crawford, 2019). PBL is a student-centered approach to teaching because it
requires them to conduct independent research, answer their own questions, and construct
new knowledge in response to an enduring question or problem. PBL activities usually
result in a public presentation of students' findings to the school and greater community
(Chen & Yang, 2019). PBL's community presentation component provides students an
opportunity to showcase their projects to community stakeholders, to include parents,
local experts and the school community. The public showcase elevates PBL above
ordinary schoolwork to create projects with real-world currency. Real-word connections
provide relevancy to students' schoolwork. Additionally, PBL is an excellent way to
motivate students because it offers them voice and choice in their learning as students
select topics based upon personal interest. Instead of being passive recipients of the
teachers' knowledge, students engaged in PBL actively seek answers to their questions. In
other words, PBL's strength is that it is more focused on process, and learning to learn
than rote memorization of facts (Virtue & Hinnant-Crawford, 2019). The PBL framework
trains students to think independently, logically, and take responsibility for their own
learning while also engendering grit, flexibility, and the ability to apply new knowledge
to novel situations (Mahasneh & Alwan, 2018). A metanalysis of 20 years of research on
PBL versus traditional instruction indicates that PBL is overall more effective in terms of
student achievement (Chen & Yang, 2019). Mahasneh and Alwan (2018) revealed that
PBL has a positive impact on teacher and students' self-efficacy, student engagement, and
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classroom management. Not only does PBL positively impact student achievement, but
research also has indicated that PBL has a positive impact on students’ life skills such as
self-direction and collaboration (Wurdinger, Newell, & Kim, 2019). PBL has also been
shown to increase student achievement for minority students and students who are
economically disadvantaged (Holmes & Hwang, 2016). Proponents of CRP argue that
students need to see the connection between what they do in the classroom and the
outside world. For example, CRP is transformative in nature meaning that students have
the opportunity to act as change agents in their communities by promoting equality,
justice and balances of power (Milner, 2016). PBL has the potential to bridge this divide
while providing students with the skills needed to change broader socio-political realities
(Virtue & Hinnant-Crawford, 2019). Differentiation and high cognitive demand are
critical components of CRP. However, students need to be part of a safe and intellectually
stimulating environment that makes room for student voice and agency.
Project Description
The project that I created was a three-day professional development workshop to
train teachers to implement CRP to include the use of the UDL, and the PBL framework.
The workshop will be conducted at the beginning of the academic school year so that
teachers have the necessary knowledge to create and implement CRP effectively. The
workshop's goals are for teachers to understand CRP to include its philosophical
underpinnings. Additionally, training will help teachers to develop the pedagogical
content knowledge required to implement CRP using the UDL and PBL framework. The
final goal for this training is for teachers to create a lesson using the principles of CRP,
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UDL, or PBL. A detailed plan for the 3-day professional development workshop can be
found in Appendix A. The professional development workshop is the result of a research
study at the local site that explored teachers’ use of CRP. The result of the study
indicated that teachers need high-quality professional development in the use and
implementation of CRP.
Resources and Existing Supports
The workshop will be open to all teachers in all subject areas. The workshop will
not be mandatory so that teachers have a choice in their professional development
options. Teacher choice of professional development may pose a barrier, however, in that
teachers may not want to participate in the workshop. This barrier can be overcome by
advertising the workshop and explaining to teachers the features and benefits of CRP to
include potential increases in student achievement, especially for marginalized students.
All professional development resources will be created and paid for by the local study
site, to include all handouts, audio-visual equipment, and necessary space to conduct the
workshop. Existing supports included district and site administrators who have indicated
that they want to see more culturally responsive teaching practices in the district and at
the local study site. Further, the local study site administrators will provide supervision
throughout the workshop. There will be additional support provided by teachers from the
local study site’s cultural competency committee, who will serve as workshop
facilitators.
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Proposal for Implementation
Teachers at the local site return to school two weeks before students to prepare for
the upcoming school year. At this time, teachers participate in school and department
level meetings and district meetings when appropriate. Additionally, during this time,
teachers engage in required professional development training. The CRP workshop will
be provided to teachers during these two weeks to have adequate time to prepare for
teaching culturally and linguistically diverse students in the upcoming school year. In
addition to the three-day workshop, teachers will have the option to join a CRP PLC that
will meet once a week during school designated PLC time to provide support and
additional training in CRP best practices.
Roles and Responsibilities
The roles and responsibilities of the teachers involved in the workshop will be
that of adult learners involved in professional collaboration. The expectation is for them
to be active participants and contributors to the workshop and take responsibility for their
learning. Adult learners require social interaction. As a result, the workshop will provide
participants with opportunities for engagement. Administrators will play a supervisory
role and help facilitate the workshop by distributing materials and providing assistance in
the event of technological or other site-based problems. Teachers from the cultural
competency committee will provide additional guidance and support to teachers during
the workshop due to their familiarity with the CRP. They will also help facilitate the
weekly CRP PLC meetings and serve as ad hoc coaches when requested by teachers.
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Project Evaluation Plan
The deliverable created for this doctoral project study is a 3-day professional
development workshop. Research findings from Section 2 suggest that teachers need
high-quality professional development to implement CRP. I will use formative and
summative assessments to evaluate the project so that the project's overall goals are
achieved. Evaluation of professional development means identifying and describing the
value of the professional development activities to include the facilitator, methods of
presentation, resources, and overall worth of the workshop (McChesney & Aldridge,
2019).
The workshop evaluation is essential. This is because the training is new, and
constant monitoring of the workshops’ participants’ perceptions and experiences may
help make the training better for subsequent workshops. The key stakeholders for the
evaluation results include me, the study site principal, administrators, and district-level
administrators. The evaluation is essential to me, because I will use the information to
address weaknesses in the training and make the training more impactful, and relevant to
future participants. The evaluation is vital to the study site's administration team and
district-level administrators because it will be necessary to justify the allocation of
resources in the future if the workshop is to be continued in subsequent years. The
workshop will be evaluated daily using formative assessments, and at the end of the
workshop with a summative assessment.
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Formative Evaluation
Because the training will span three days, it is crucial to monitor participants'
perceptions of the training throughout the workshop. Formative evaluations are used to
make sure that participants learn what they are supposed to, and when they do not, to be
able to make a "course correction" during the training. There are three roles of formative
evaluation: (a) rapid feedback, (b) documentation, and (c) planning and revising (Zepeda,
2019). Rapid feedback is essential because it will allow the workshop facilitators to make
changes to the workshop promptly. In other words, if something is not working, the
problem can be addressed, and improvements can be made quickly. Documentation is
useful in noting what is working and what is not working in training, especially in the
workshop's early and middle stages. Planning and revising are important parts of the
evaluation process because adjustments may be required if the program goals are not met.
The formative evaluations will be given to participants at the end of each day’s training
session. The evaluation will be given in hard copy format that participants must complete
before adjuring for the day. The evaluations will be collected and analyzed to make any
necessary adjustments to the training before the next day’s workshop. Criteria for
evaluation include participants’ rating of overall value and satisfaction with the
workshop, strengths, and weaknesses of the facilitator, curriculum, and supporting
resources. Also, participants will have the opportunity to make suggestions for
improvements (McChesney & Aldridge, 2019). In the next section, the summative
evaluation will be discussed.
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Summative Evaluation
The second type of evaluation will be a summative evaluation taken at the end of
the professional development workshop. Because evaluating the impact of professional
development programs is costly and time-consuming, most school-level professional
development is based on evaluation forms that measure teachers’ feelings, attitudes, and
opinions. (McChesney & Aldridge, 2018). Teacher learning and students' learning
outcomes may be the most crucial aspect of a summative evaluation of professional
learning but is seldomly measured in the traditional approach due to the cost and time
needed to collect the necessary data. As a result, a summative assessment tool is needed
that is cost and time-efficient, but also provides critical summative data of the training.
For these reasons, the professional development workshop will be evaluated using the
Impact of Teacher Professional Development Questionnaire (McChesney & Aldridge,
2018). This tool will be useful because it is statistically sound and theoretically grounded
and sufficiently bridges the gap between theory and practice. The instrument measures 12
items using four scales: (a) teacher reaction, (b) teacher learning, (c) outcomes, and (d)
organizational response. The instrument is short and manageable because the data
collected is all teacher self-reported. However, the instrument provides information far
beyond the typical evaluation forms used in school-level professional development
workshops (McChesney & Aldridge, 2018). The summative data collected will be used to
improve future professional development workshops to include facilitation, resources,
and activities.
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Project Implications
This doctoral project study sought to investigate teachers' perceptions of CRP at
the local study site. A qualitative case study of 11 teachers revealed that most educators
believe that CRP can be an effective way to mitigate the achievement gap at the local
study site, but the same educators may not have a robust understanding of what CRP is or
how to implement CRP properly. Further, teachers indicated that professional
development concerning CRP has been inadequate. In response to the data analyzed from
this study, I created a 3-day professional development workshop to instruct teachers on
the implementation of CRP. The training goal is to help teachers become culturally
competent educators, which may increase student achievement for all learners and
contribute to closing the achievement gap at the local study site. The implications for
positive social change are that by mitigating the achievement gap between African
American and Latinx students and European American and Asian students at the local
study site, more students will have access to opportunities to help them reach their
personal and professional goals. Some of the opportunities include higher ACT,
Advanced Placement, and end of course exam scores. Increases in academic
achievement, in turn, could lead to increased scholarship and grant opportunities to help
underserved students attend higher learning institutions or other post-high school
training. The project's importance to local stakeholders is that training in CRP can help
marginalized students achieve academic success, which may lead to opportunities that
will provide students with a better overall quality of life.
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Section 4: Reflections and Conclusions
Introduction
In this doctoral project study, I investigated teachers' use of CRP at the local study
site. An achievement gap between European American and Asian students and African
American and Latinx students on the ACT exam prompted this investigation. The
problem was that there was a gap in practice in that teachers were not adequately using
CRP at the study site, which may have been contributing to the achievement gap
identified. In this section, I discuss the project's strengths and limitations and
recommendations for alternative approaches. Additionally, I examine scholarship, project
development, evaluation and leadership, and change. I also reflect on the importance of
this work and implications, applications, and directions for future research, and I end with
a conclusion statement.
Project Strengths and Limitations
Strengths
The CRP professional development workshop was designed as a deliverable for
this doctoral project study. I created the project based on the research gathered in Section
2 of this study. The analysis indicated that teachers believed that CRP can contribute to
the mitigation of the achievement gap at the local study site between European American
and Asian students and African American and Latinx students. Still, teachers did not
know how to implement it properly. I created the professional development workshop to
train teachers in CRP's philosophical underpinnings and culturally responsive pedagogies
such as UDL and PBL. I hope that as a result of this training, the academic achievement
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of all students increases. The principle strength of this project is that professional
development that effectively utilizes andragogy and the components of effective
pedagogy such as active learning, collaboration, and sustained duration can have a
positive impact on student achievement (Didion, Toste, & Filderman, 2020; Gupta &
Guang-Lea Lee, 2020). Additionally, professional development of sustained duration,
such as that found in PLCs, can lead to higher teacher satisfaction through collaboration,
constructive dialogue, and shared practice (Battersby, 2019). Further, when teachers
receive professional support, they tend to have more positive thoughts and feelings,
leading to greater job satisfaction and student learning (Camacho, Vera, Scardamalia, &
Phalen, 2018).
Limitations
Despite the myriad of positive outcomes associated with this project study's
professional development, there are some limitations. The research that supports the
creation of the professional development was conducted with only 11 teachers at the local
study site. Furthermore, while their thoughts and perceptions regarding CRP were
invaluable, the small sample size and willingness of teachers to participate in the study
prevent generalizing the outcomes (see Pollock, 2019). As a result, the professional
development workshop did not apply to all teachers, as some teachers had already
implemented CRP. An additional limitation of the professional development workshop
was that teachers did not buy into the need for professional development in CRP. While
mitigation of the achievement gap was an essential goal for most educators, it was
certainly not the only challenge teachers faced in a fluid professional environment. For
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example, many school districts across the country moved to an exclusively online
teaching environment in response to the COVID-19 epidemic. Teachers clamored for
professional development that provided them with the tools and resources needed to
effectively meet the challenges of this new approach. The current exigency superseded
training in other areas such as CRP.
Recommendations for Alternative Approaches
The problem addressed by this doctoral project study was that there was a gap in
practice in that teachers were not adequately using CRP in their curriculum. This gap in
practice may have led to an achievement gap at the local study site between European
American and Asian students and African American and Latinx students. To address this
problem, I created a 3-day professional development workshop that provided training to
teachers in the implementation of CRP to include UDL and PBL. Based on this study's
work, a way to address this problem differently may be to create an online professional
development training that teachers could access asynchronously. Research from this
study indicated that teachers have not been satisfied with the training they have received
from the local study site. The training has mostly consisted of ineffectual, disjointed
video lectures. The asynchronous training could be created using the same principles of
andragogy and highly effective professional development to the extent possible to make
the professional development training applicable, effective, and flexible to fit teachers'
busy lives.
There may be an alternative solution to the problem that teachers are not
adequately using CRP in their curriculum. One possible solution is that instead of
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providing a professional development seminar for staff members, perhaps peer coaching
could be implemented. Coaching could be provided by teachers who are proficient in
CRP best practices and would work directly with teachers who need assistance in CRP.
Peer coaching may be a way to decrease the achievement gap at the local study site.
Additionally, perhaps a different definition of the problem should be considered.
Research from this study indicates that some teachers have difficulty developing
relationships with students. Maybe it is this difficulty that is the gap in practice and not
that teachers are not using CRP.
Scholarship, Project Development and Evaluation, and Leadership and Change
As an experienced educator, I have participated in numerous professional
development workshops, seminars, and professional development communities. I relish
the opportunity to collaborate with my colleagues so that I can learn from them and
become a better educator. Through the years, however, I have always been the
participant, never the planner and facilitator. One of the most important things I learned
in undertaking this project study was the importance of scholarship to inform practice.
The research that I conducted to produce this professional development workshop
required me to have an in-depth understanding of the literature concerning effective
professional development. Through this process, I learned how to think critically and
analytically about gaps in practice. I also learned how to conduct useful searches of the
literature to address my topic with authority. Toward the end of the process, I began to
see how the gap in practice and the local study site, the literature on the topic, and my
research with local teachers converged. It took a while to understand how these various
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components intersected into a cohesive understanding of the problem. Still, the process
has made me a better scholar-practitioner for having experienced the "big picture."
As a result of this experience, I know how important it is to be a lifelong learner, to
continually question conventional wisdom in pursuit of truth revealed by research. I now
pay attention to detail and think more analytically and substantively and about process.
The professional decisions that I make concerning pedagogy and professional
development are firmly rooted in the academic literature. That informed practice is the
hallmark of a professional educator. As a research practitioner, I am responsible to my
students, colleagues, and the education community to use my knowledge and skills to
better the field and the academic achievement of all students.
Conducting one-to-one interviews with my colleagues was beneficial to my
development as a scholar-practitioner. Through the process, I learned that most teachers
at the local study site want to become better teachers. Still, due to a lack of resources
including time and ineffective professional development, they do not have the
opportunities to do so. Most of the teachers I spoke with wanted to become culturally
responsive educators and were interested in learning how to teach more equitably to
maximize student achievement for all students. Further, I learned that teachers are eager
to have professional conversations about best practices. They want to collaborate
professionally and be part of a learning community that values their experiences and
knowledge. In the research process, I learned how essential effective communication
skills are to my professional and personal development. While conducting my research, I
had to stop and reflect on how to communicate more effectively with my peers as I was
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not getting the information I wanted from the interviewees. After reflecting on the
process, I learned that sometimes saying less is more effective. As a result, I made a
conscious effort to listen actively and more deeply to my interviewees, and I tried to
understand what they were genuinely trying to say. This understanding was necessary to
understand their lived experience and meaning. I also learned how to ask the right
questions to elicit the information I was seeking. There was a definite learning curve to
this, as I got better over time.
Personal Learning Journey
As a professional educator, I believe that it is vital to be a lifelong learner. I take
every opportunity to learn about effective teaching practices and content to become a
better educator. I have done this in the past by reading books and articles about
educational practice and policy. As a result of this project, however, I now know that
scholarship is an integral component of teacher professionalization. Spending so much
time reading and reflecting on the literature, I understand that practice should be built
upon the foundation of sound educational research. Part of my journey as a scholarpractitioner is being able to consume the literature critically. I now understand the various
methodologies, frameworks, approaches, and theories on which educational research is
based and use that knowledge to evaluate scholarship critically.
My scholarship has impacted my role as a practitioner. Being immersed in the
literature, I now have a solid grasp of research-based pedagogical approaches. This
scholarship has given me more confidence as a teacher and teacher leader to share with
others effective teaching methods and approaches. Additionally, my site administrators
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now look to me to provide input concerning the best teaching approaches because they
know that the research supports my methods. My growth as a scholar has led to numerous
opportunities to work with student teachers at my school site because my administrators
understand that my methods are research-based and provide students with the most
effective research-based approaches. My research on CRP has equipped me with the
knowledge and tools to effectively educate all students. I have been able to readily
implement the research into my pedagogy, resulting in high job satisfaction as I know
that I am making a difference in my students' lives through scholarship.
Over the years, I have taken on greater responsibility in training and mentoring
preservice teachers. I have done this by being a cooperating teacher for practicum and
student teachers. I enjoy the opportunity to share with these preservice teachers the
wealth of knowledge and experience I have gained over the years. I have never received
training to do this work, and I have always worked with the teacher on a one-to-one basis.
As a result of the scholarship, I have grown as a developer of professional learning. I now
understand that adult learners learn differently from younger learners. Developing the
project has made me aware of the techniques to engage adult learners to elicit maximum
growth and change effectively.
Further, as a result of developing this project, I have been immersed in the
scholarship of effective professional development. As a result, I feel confident that I
possess the necessary knowledge to construct and deliver highly effective professional
development to adult learners. My professional goal is to start an education consulting
business focusing on professional development for teachers. The scholarship I have
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engaged in has provided me with the theory and research-based approaches that will help
me obtain my professional goals.
Reflection on the Importance of the Work
The doctoral project study has been the most challenging but rewarding
professional undertakings in my career. Through this process, I have learned the
importance of perseverance, organization, self-discipline, and goal setting. I have learned
how research and data inform practice. This understanding has helped me develop as a
scholar-practitioner in my school. I now have the confidence and tools to exert leadership
by training me to think critically and analytically about local problems and find solutions
to those problems. I learned the importance of using data as a tool for improvement and
how to evaluate it critically. I have learned that most teachers that I work with are
dedicated professional educators who want to educate all students equitably but are
unfortunately restrained by a lack of resources such as access to high-quality professional
development. I have learned that most teachers at my study site want to teach in
culturally responsive ways so that all students have access to a high-quality education.
This phenomenon will become increasingly more critical as the nation's demographics
continue to change. Teachers will need the knowledge and tools to teach diverse learners
as a possible way to reduce the achievement gap.
However, one of the most important things I have learned is to believe in myself
and never give up. There were several setbacks and challenges through this journey, and
there were times when I did not want to continue the program. Fortunately, my
committee gave me the support and confidence needed to help me move past my self-
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doubt and complete the process. Having undertaken and completed a project of this
magnitude, I now believe that I can accomplish whatever goals I set my mind to
accomplish. I learned that daily effort is necessary to achieve goals, and that persistence
over a long period will result in success. After completing this process, I feel that I can
accomplish whatever I set my mind to do.
Implications, Applications, and Directions for Future Research
This doctoral project study addressed the problem that teachers do not use CRP at
the local study site. This gap in practice may be contributing to an achievement gap
between European American and Asian students and African American and Latinx
students. To address this gap in practice, I created a 3-day professional development
workshop to implement CRP. The research and project deliverable have the potential for
effecting social change in that as a result of the professional development training,
historically marginalized students may receive culturally responsive instruction, resulting
in higher academic achievement. Students' academic achievement may lead to higher
ACT scores, resulting in higher rates of college admittance, and scholarship
opportunities. The implications for this study indicate that teachers at the local study site
want to teach in such a way that is equitable to all students and believe that utilizing CRP
may be an effective way to do it. However, research at the local study site indicates that
teachers do not fully understand what CRP is and its pedagogies. Therefore, it is
recommended that teachers receive ongoing training and support in the implementation
of CRP. Further, a recommendation for future research is to investigate students'
perceptions of CRP at the local study. Since this study's focus was to examine teachers'
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use and perceptions of CRP, it might be useful to understand how students perceive the
instructional practice and if it positively results in student achievement. Another
recommendation for future research is the long-term use of CRP. Researchers could
examine teachers use of CRP over time and examine the contributing factors for its
continued use or not use. Lastly, researchers could conduct studies at other school sites or
perhaps throughout the district, to gain a better picture of the implementation of CRP.
Conclusion
The problem under investigation for this doctoral project study is that there is a
gap in practice in that teachers at the local study site are not adequately using CRP.
Therefore, the purpose of this study was to investigate teachers' use of CRP. A qualitative
case-study of 11 teachers at the local study site revealed that most teachers believe that
CRP is a significant way to reduce the achievement gap between European American and
Asian students and African American and Latinx students. Despite believing CRP is an
effective way to increase students' achievement, most teachers do not fully understand
what CRP is or how to deploy the approach effectively. As a result of the research, I
developed a 3-day professional development workshop to instruct teachers on CRP
implementation. Hopefully, this training will result in teachers who can connect with
diverse students using a variety of pedagogies and strategies that will raise all students'
academic achievement. Further, it is hoped that by doing so, teachers can help students
close the achievement gap between diverse learners at the local study site.
This study is significant because there is a growing racial disparity between the
mostly white middle class teachers that make up the teaching nation's teaching force, and
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the students they serve. The nation's quickening racial transformation has engendered
significant opportunities, and great challenges in all areas of American life. However, the
recent killing of George Floyd, and the subsequent protests for racial justice, as well as
the nation's economic disparities as revealed by COVID-19, point to the need to provide
equal opportunities for all Americans. The most basic, and cherished freedom in this
country is the right to a free high-quality public education. It is for that reason that it has
become increasingly important that teachers have the necessary knowledge and tools to
teach all students equitably. Through long-term, high-quality professional development, it
is hoped that teachers will receive the support they need in the implementation of CRP so
that all children have access to a high-quality education.
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Appendix A: The Project
Purpose
Results from this project study indicated that teachers at the local study site did
not have an adequate understanding of culturally responsive pedagogy. Most teachers
believed that CRP was an effective way to close the achievement gap between European
American and Asian students and African American and Latinx students, but they lacked
the knowledge to implement the approach adequately. The purpose of the project was to
provide teachers with a three-day professional development seminar that included an
overview of CRP and strategies to teach culturally and linguistically diverse students.
Additionally, this training provided teachers with two pedagogical approaches that have
been demonstrated to raise the achievement of diverse learners. The universal design for
learning (UDL) and project-based learning (PBL) were examined. At the conclusion of
the professional development seminar, teachers produced takeaways that they could
begin to implement in their classrooms immediately.
This three-day professional development seminar was designed to be given at the
beginning of the school year during the time allotted for teacher professional learning.
Providing the training at this time allowed teachers to design strategies and to begin
implementation of CRP based lessons. The professional development should continue
throughout the year as teachers work in professional learning communities (PLC) to
refine and hone their practice. The professional development training applied to teachers
of all subjects and content areas, as the strategies and principles are universal. The
training was scheduled as follows:
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Day 1: Culturally Responsive Pedagogy (CRP) description and philosophy. The learning
objectives are as follows:
Teachers will be able to describe what Culturally Responsive Pedagogy is and
how it may help to mitigate the achievement gap
Teachers will be able to describe the behaviors and dispositions necessary to set
the stage for teaching culturally.
Day 2: Teaching Culturally and Universal Design for Learning. The learning objectives
are as follows:
Teachers will be able to utilize pedagogical content knowledge to ignite, chunk,
chew, review lessons in a culturally relevant way to increase the achievement for
all learners.
Teachers will be able to describe the basic principles of Universal Design for
Learning
Day 3: Culturally Responsive Pedagogy (CRP) and Project-Based Learning (PBL). The
learning objectives are as follows:
Teachers will be able to describe the significant features of project-based learning
(PBL), and why it is beneficial to marginalized students.
Teachers will be able to create a lesson plan or lesson idea based upon the
principles of UDL and PBL.
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Day 1: Culturally Responsive Pedagogy Professional Development Plan
Time

8:30-9:00 am

9:00-9:30 am

9:30-10:30 am

Day 1 Culturally Responsive Pedagogy Professional Development Plan
Materials Needed
2 Easel pads of paper
12 post-it notes
12 packs of sharpie markers six-count
Tape
Day 1: Culturally Responsive Pedagogy (CRP)
Introduction
Participants sign in
Formative Assessment
Introduce presenter
Review the norms and behavior expectations for participants
Be present, silence your smartphone
Treat all participants with respect
Keep an open mind and challenge assumptions
Introduce “parking lot” for all questions
Warm-Up Activity
Have you Ever?
Have teachers form a large circle in the middle of the training space
Have teachers step into the center of the circle if any of the questions are
true for them
Have you ever been suspended from school?
Were you ever called to the principal’s office?
Have you ever gotten an F?
Did you go to your prom?
Objectives of Today’s Session
Teachers will be able to describe what Culturally Responsive Pedagogy
is and how it may help to mitigate the achievement gap
Teachers will be able to describe the behaviors and dispositions necessary
to set the stage for teaching culturally.
Break Out Activity: Have teachers arrange themselves by department.
Using one sheet of easel pad paper, have participants describe techniques
they currently use to teach ethnically and linguistically diverse students.
Have participants post their posters so that other groups of teachers can
see them. Have teachers move about the room to examine other groups’
responses. Teachers can use the post-it notes to make comments on other
groups’ posters.
Group Discussion
What approaches were used most?
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What makes the approach effective for diverse learners?
What role does culture play in teaching and learning?
What is Culturally Responsive Pedagogy?-PowerPoint Presentation
Definition of CRP and why it is vital to incorporate CRP in the
curriculum
Moving students from dependent learners to independent learners
10:30-10:45 am
10:45-12:00 am

Break
(Check parking lot for questions)
Which Culture Do I Teach?-PowerPoint Presentation
The nations’ demographics are changing
Achievement Gap
What is culture?
Surface culture, shallow culture, deep culture
Cultural Archetypes
Collectivism and Individualism
Oral and Written Traditions
Break Out Activity: Based on the responses from the previous poster
activity, teachers will determine whether the activity/approach is
collective/individual and oral or written. Have teachers brainstorm
modifications to the techniques that could make them more culturally
relevant.

12:00-1:00 pm
1:00-2:00 pm

Lunch on Your Own
(Check parking lot for questions)
Getting Ready to Teach in a Culturally Responsive Way -PowerPoint
Presentation
Mitigating personal bias
Microaggression
Deficit thinking paradigm
Interpretations of student behavior
Reflection
Breakout Activity: In your small groups, brain storm using the table top
blog method ways in which you can or have prepared to be a culturally
responsive teacher. What strategies have helped you successfully build
relationships with diverse students? What has not worked? What
strategies are you interested in trying? If time permits, have teachers share
out, or museum walk to see other groups’ responses.

2:00-3:00 pm

Relational Teaching With Diverse Students -PowerPoint Presentation
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(Gay 2010)
Caring and high expectation
Affirmation
Trust and rapport
Validation
Classroom aesthetics
Routines & Rituals
Answer Parking Lot Questions
3:00-3:30 pm

Turn and Talk-Teachers will turn and talk with their colleauges about
what they learned today. Some possible questions to ask:
What are some aspects of Culturally Responsive Pedagogy?
Why is it important to implement CRP?
What is the difference between surface, shallow and deep culture?
What are some ways teachers can prepare to teach in a culturally
responsive way?
What are some of the approaches teachers can take to teach relationally?
Complete Day 1 Evaluation
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Day 1 Slide Deck
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Day 1 Evaluation: What is Culturally Responsive Pedagogy?
Presenter: ________________________________________
Date:__________________
Please answer each question below as thoroughly as possible. Your
detailed response will improve future seminars, your feedback is important
to me and confidential.
Based on today’s session, I understand what CRP is and how it can
support the academic needs of all students.
Understand 1
2
3
4
5
6
Do not Understand
Please explain
After today’s session, I feel confident working with linguistically and
ethnically diverse students.
Confient
1
2
3
4
5
6
Not confident
Please explain
Please explain how this session has helped you become a culturally
competent educator?
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Would you recommend this professional development? Please explain
your answer.
On a scale 1 to 6, how will you rate this session?
Not helpful 1
2
3
4
5
6
Extremely helpful
What are some suggestions to make this training better?
Day 2: Teaching Culturally and Universal Design for Learning Professional
Development Plan
Time

8:30-9:00 am

9:00-9:30 am

9:30-10:30 am

Day 2: Pedagogical Content Knowledge and The Universal Design for
Learning Professional Development Plan
Materials Needed
3 x 5 index cards
2 Easel pads of paper
12 post it notes
12 packs of sharpie markers 6 count
Tape
Introduction
Participants sign in
Introduce presenter
Review the norms and behavior expectations for participants
Be present, silence your smart phone
Treat all participants with respect
Keep an open mind and challenge assumptions
Introduce “parking lot” for all questions
Review parking lot for questions
Warm Up Activity
Two Truths and a Lie
Distribute three 3 x 5 index cards to each participant
On separate index cards participants will write down two truths and one
lie
Participants will pair with another teacher and must guess which is the lie.
Share out with the whole group
Objectives of Today’s Session
Teachers will be able to utilize pedagogical content knowledge to ignite,
chunk, chew, review lessons in a culturally relevant way to increase the
achievement for all learners.
Teachers will be able to describe the basic principles of Universal Design
for Learning
Pedagogical Content Knowledge: Effective Techniques to Reach all
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10:30-10:45 am
10:45-12:00 am

12:00-1:00 pm
1:00-2:00 pm

2:00-3:00 pm

3:00-3:30 pm

Learners-PowerPoint Presentation
But That’s Just Good Teaching!
Using culture to connect
Instructional Strategies
Excite
Manage
Involve
Apply
Breakout Activity: Pair yourself with teachers from a similar teaching
discipline. sketch out a lesson idea that capitalizes on the four
instructional strategies of excite, manage, involve, apply. Write down
your lesson idea on the easel paper and tape them to the wall for a
museum walk.
Break
(Check parking lot for questions)
Breakout Activity Continued: Participants will now do a “museum
walk” of the various displayed lessons. Acting as “critical friends” use the
post it notes to reflect on strengths and weaknesses of the lesson ideas.
After participants have completed the museum walk have them return to
their original groups
In a whole group discussion ask which ideas you thought were effective
and which ones were not.
The presenter will take notes of the effective strategies. These strategies
will be shared with participants electronically.
Lunch on Your Own
(Check parking lot for questions)
Universal Design For Learning-PowerPoint Presentation
Rationale for UDL as Culturally Responsive Pedagogy
Multiple means of representation
Multiple means of action and expression
Multiple means of engagement
Breakout Activity: Working in interdisciplinary groups teachers will
share out ways in which they are already employing components of UDL.
Teachers will create “table top Twitter” in which teachers brainstorm and
illustrate multiple means of representation, multiple means of action and
expression, and multiple means of engagement.
Turn and Talk-Teachers will turn and talk with their colleagues about
what they learned today. Some possible questions to ask:
What did you learn today about pedagogical content knowledge and
culturally responsive pedagogy?
Why might these approaches be effective with your students?
What are some challenges to implementing these strategies?
In what ways are you already engaged in good teaching?
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How might UDL be a beneficial approach for reaching all learners?
What are some challenges to implementing UDL? How might you
overcome these challenges?
Complete Day 2 Evaluation
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Day 2 Evaluation: Pedagogical Content Knowledge and Universal Design for
Learning
Presenter: ________________________________________
Date:__________________
Please answer each question below as thoroughly as possible. Your
detailed response will improve future seminars, your feedback is important
to me and confidential.
Based on today’s session, I understand pedagogical content knowledge
to include ignite, chunk, chew, and review, and how it can support the
academic needs of all students.
I understand
1
2
3
4
5
6
I do not
understand
Please explain
As a result of this professional development I am confident in my ability to
effectively design and implement UDL lessons?
I am confident
1
2
3
4
5
6 I am not confident
Please explain
Please explain how this session has helped you become a culturally
competent educator?
Would you recommend this professional development? Please explain
your answer.
On a scale 1 to 6, how will you rate this session?
Not helpful 1
2
3
4
5
6
What are some suggestions to make this training better?

Extremely helpful
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Day 3: CRP & Project Based Learning
Time

8:30-9:00 am

9:00-9:30 am

9:30-10:30 am

Day 3:
Materials Needed
2 Easel pads of paper
12 post it notes
12 packs of sharpie markers 6 count
Tape
Introduction
Participants sign in
Re-introduce presenter
Review the norms and behavior expectations for participants
Be present, silence your smart phone
Treat all participants with respect
Keep an open mind and challenge assumptions
Introduce “parking lot” for all questions
Review parking lot for questions
Warm Up Activity
Dream Trip
Prompt: What is your ideal/dream vacation?
Where would you go and with whom?
How long would your vacation be?
Now look for a partner you don’t normally work with and share your
answers with them. Be ready to share your answers with the group.
Pick three partners to share with the entire group.
Objectives of Today’s Session
Teachers will be able to describe the major features of project based
learning (PBL), and why it is beneficial to marginalized students.
Teachers will be able create a lesson plan or lesson idea based upon the
principles of UDL and/or PBL.
Introduction to Project Based Learning-PowerPoint Presentation
What is project based learning?
The Benefits of PBL
The PBL & CRP Connection
The Driving Question
Breakout Activity: Pair yourself with teachers from a similar teaching
discipline. sketch out a DQ idea that capitalizes on CRP. Write down your
DQ on the easel paper and tape them to the wall for a museum walk.

10:30-10:45 am

Break
(Check parking lot for questions)
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10:45-12:00 am

12:00-1:00 pm
1:00-2:00 pm

2:00-3:00 pm

3:00-3:30 pm

Breakout Activity Continued: Participants will now do a “museum
walk” of the various DQs. Acting as “critical friends” use the post it
notes to reflect on strengths and weaknesses of the DQs to include
connections to CRP.
After participants have completed the museum walk have them return to
their original groups
In a whole group discussion ask which DQs you thought were effective
and which ones were not.
The presenter will take notes of the effective DQs.
Lunch on Your Own
(Check parking lot for questions)
Planning the PBL PowerPoint Presentation
Project design
Create a timeline for the project
Monitor student progress
Assess the outcome
Evaluate the experience
Breakout Activity: Teachers will collaborate to create a PBL lesson
and/or PBL lesson idea. Lessons should contain the five essential
components of PBL
Project design
Creating a timeline for the project
Monitor student progress
Assess the outcome
Evaluate the experience
Select 2-3 teachers to present their project
Wrap up and Final Words
Complete Day 3 Evaluation
Complete Summative Evaluation
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Day 3 Evaluation: CRP & Project Based Learning
Presenter: ________________________________________
Date:__________________
Please answer each question below as thoroughly as possible. Your
detailed response will improve future seminars, your feedback is important
to me and confidential.
Based on today’s session, I understand the major features of project
based learning to include the driving question.
I understand
1
2
3
4
5
6
I do not
understand
Explain
As a result of this professional development I am confident in my ability to
effectively design and implement a PBL lessons?
I am confident
1
2
3
4
5
6
I am not
confident
Explain
Please explain how this session has helped you become a culturally
competent educator?
Would you recommend this professional development? Please explain
your answer.
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On a scale 1 to 6, how will you rate this session?
Not helpful 1

2

3

4

5

6

Extremely helpful

6. What are some suggestions to make this training better?
Professional Development- Formative Evaluation
Presenter: ________________________________________
Date:__________________
How confident/knowledgeable do you feel about teaching linguistically
and ethnically diverse learners?
What are some approaches that you currently utilize to support the
academic needs of linguistically and ethnically diverse students?
How familiar are you with the universal design for learning?
How familiar are you with project-based learning?
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Professional Development-Summative Evaluation
Professional Development Summative Evaluation

Culturally Responsive Pedagogy
Name/Group ___________________________________________
Instructions: Please rate each item from “Poor” to “Excellent”
If the statement is not applicable, leave it blank.

Poor

Excellent

1. Were the objectives of the session made clear?
2. How effective were the leaders’ instructional skills?
3. How effective was the program in holding your interest?
4. Were the facilities conducive to learning?
5. Were your questions and concerns addressed?
6. How useful will these ideas and skills be in improving
student learning?
7. How would you rate the overall value of this PD?
8. The material is immediately useful.

[1]
[1]
[1]
[1]
[1]
[1]

[2]
[2]
[2]
[2]
[2]
[2]

[3]
[3]
[3]
[3]
[3]
[3]

[4]
[4]
[4]
[4]
[4]
[4]

[5]
[5]
[5]
[5]
[5]
[5]

[1]
[1]

[2]
[2]

[3]
[3]

[4]
[4]

[5]
[5]

9. What were the best aspects of this professional development seminar?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
_____________________

10. What could be done to improve this professional development seminar?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
_____________________

11. For future sessions, what topics would be most helpful in learning culturally responsive
pedagogy?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
_____________________

12. Additional comments?
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
______________________________________________________________________________________
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Appendix B: Teacher Interview Questions
[Please insert the teacher interview questions here]
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Appendix C: Field Research Log
Representative Sample
06/06/2020 Participant A
This was my first interview. I was very nervous and felt a lot of anxiety leading up to the
interview. Once the interview began, however, I felt at ease and comfortable. Listening to
the playback I think that my voice and demeanor indicated calm professionalism. I
believe a lot of that is due to the fact that I rehearsed the interview with my wife
beforehand so that I could anticipate potential problems. I also rehearsed technological
aspects of the interview to include making sure that I could record the conversation. I
used an application called TapeACall and it worked perfectly. Both my voice and my
subject’s voice was clear and loud. I used Temi to do the transcription and it was mostly
accurate. Because my subject has a Spanish accent some of the words did not translate
appropriately, but I was able to correct most of the errors. Additionally, I will send the
transcripts to Mrs. Urena so that she can check for accuracy especially in regard to
Spanish names.
During the interview I tried my best to say as little as possible. I wanted my subject to
have as much control as possible. I did not want to lead any of the answers either. In
hindsight there are several places that I think I could have brought the subject back to the
question, as she did tend to wonder off topic in a few instances. I did not do this because I
wanted to develop report. Another reflection indicates that while the subject has long
experience teaching, she is not conversant in “education speak” meaning that words like
“pedagogy” or “diversified instruction” didn’t seem to resonate with her, but when
describing it she knew immediately what it is. In subsequent interviews I will not assume,
even from veteran teachers, what those words/phrases mean.
I don’t think I exhibited any overt bias or tried to lead the subject in any way, but in
subsequent interview I will be cognizant of my implicit bias, especially when talking with
female teachers. I will make sure to let them complete their thoughts without interjecting
my opinions. I will give appropriate wait time so as to not seem like I am rushing the
subject.
O6/08/2020 Participant B
I felt a little more comfortable going into this interview than the first. I have known Mrs.
Lee for years and I know that she is a confident and accomplished teacher. I was looking
forward to hearing her thoughts especially considering her psychology background. She
did indeed seem to include a lot of language that points to her understanding of the need
for CRP and agrees that CRP is needed to close the achievement gap, but did not give
concrete examples or indicators of actually using it in her class. I was also surprised that
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she did not give examples or reference to various ethnic groups. Or how she connects her
lessons to Black, Hispanic or Asian cultures.
She did provide interesting insights regarding professional development. She indicated in
a couple of places that it should be “hands-on” real life demonstrations or reenactments.
That professional development should give teachers a “menu” of different items to “pick
and choose” what they want to do in the classroom. She also stated that because A-TECH
teachers are generally older, they are much less likely to want to change familiar lessons
and approaches. She did speak about the difficulty of working on “islands” in which
teachers are not able to effectively collaborate during the workday and week. She also
indicated that teachers are much more likely to implement CRP if it were required by the
NEPF or by administrators. That since it is not, teachers do not feel a sense of urgency to
include CRP.
06/12/2020 Participant C
This was my third interview and I feel myself relaxing into the role. I felt a little anxious
but I was able to overcome that feeling rather quickly. I did notice upon listening to my
playback that I want to work on reducing my filler words, I will also try to stop saying
“interesting” after the participant makes a statement. Doing the interview on the phone is
difficult in that I cannot read their body language, make eye contact or smile. To
compensate I have been using filler words and phrases to demonstrate that I am paying
attention and that I am deeply interested in what they are saying. I am beginning to see
that oral language is incredibly imprecise. That oftentimes questions that I ask are
completely ignored. I don’t think this is because the participants deliberately doing so,
rather I believe that the receiver hears what they want to hear in a conversation, and they
prefer to answer the question they wished they were asked rather than the question that
was actually asked.
Participant C provided a tremendous amount of data that I find to be very interesting in
regard to the research questions. As I have had the opportunity to interview teachers, I am
noticing that there are definite patterns beginning to emerge. I think that the first, and
maybe the most significant, is that teachers have no idea what CRP is. This participant
believes that by simply treating all students equally, or that engaging all students with
friendly report equates CRP. Even though I explain to them that CRP involves using a
students’ cultural backgrounds, family, community and lived experience, few teachers
who say they are culturally competent actually know what that means. The participant
indicated that what they know (or think they know) about CRP did not happen as the
result of professional development training, but like other participants, indicated that they
learned about appreciating diversity from their college teachers and classes. Despite the
fact that the participant teaches a political science class, they did not indicate that they
make curriculum decisions based on the needs of the current students. I thought that this
was a missed opportunity to introduce curriculum materials that directly speak to
minority students. The participant did not indicate that they make any effort to build
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bridges to the students’ families or to their community. The participant indicated that they
would be able to implement CRP with the proper supports, but it would have to authentic
meaning that the training would have to provide specific support for the age and subject
he teachers not just theory. No one-size-fits-all training. This interview reinforced
another theme that I heard that many teachers will not want to implement CRP because
they are complacent and comfortable in what they are currently doing. They see no need
or incentive to change how they are currently teaching.
06/13/2020 Participant D
In this interview Participant D stated that he believes that CRP is an important part of his
teaching, however the data he provided reveals that he has a superficial understanding of
what CRP looks like in the classroom setting. Like other educators, he believes that it is
important to know their students and he does this through panel discussions and various
other activities. PD is an elderly teacher and demonstrates what I believe is an antiquated
approach to multiculturalism. For example, instead of implementing CRP approaches
throughout his curriculum he chooses instead to have an “African-American” day or a
“Hispanic” day. On these days he selects activities that pertain to that particular group.
The activities are surface level multicultural approaches to include describing special
food, religious observations, language etc he does not tie the students’ culture into the
curriculum in any meaningful way. He looks upon diversity as a positive and received
most of his instruction in culture diversity when he was in the Peace Corps in Thailand.
He stated that a challenge to implementation of CRP is pushback from his Caucasian
students as to why they are spending time on it.
In regard to the second research question he stated that he believes that he could
effectively implement CRP if he was to receive quality professional development. He
heavily criticized the professional development offered by the district and called it “pie in
the sky” that it was poorly done “fly by” professional development that has no lasting
value. He told me that five minutes after watching the video he could not tell you what he
watched. He stated that small group PLC would be the most beneficial especially if
teachers modeled the techniques and approaches under consideration. He thinks that more
teachers would incorporate CRP if they understood the positive benefits it has on
students.
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Appendix D: Research Memos
Participant G Research Memo 06/16/2020
Learned about multicultural approaches through the Peace Corps and Teach for America
(5-week crash course-Diversity, Culture and Achievement). Watched a documentary
Color of Fear.
Ran professional development at local school to include CRP training.
Students need to see their experience in the curriculum. Students begin to feel
marginalized by the teacher and the school in the entire community. Students are going to
work harder for teachers they like.
All students benefit particularly marginalized people transgender but also majority
students benefit in that they understand their privilege and need for humility and
empathy.
What we know is good teaching is good for everybody. First build rapport but also have
students build rapport with themselves, can't do that if the teacher is doing all of the
talking. Create a culture where students feel safe taking risks.
Literature teachers have an easier time choosing curriculum material that will expose
students to different points of view and opinions.
Believes that CRP can help close the achievement gap but that it is very complex, there
are a number of reasons why there is a gap.
Reflection is important to improving teaching.
Challenges of implementing a new pedagogy or curriculum arise due to a lack of teacher
preparation.
Teachers do not implement CRP because white teachers get defensive, that they are doing
something wrong. Affraid to talk about race.
One size fits all is not productive, make it voluntary and provide coaching for teachers.
Building trust is important
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Participant E Research Memo
Does not intentionally employ CRP in his teaching.
Important to know their background and culture.
Culture v. Economics in terms of learning. Certain
cultures have a tendency toward academic achievement. Sometimes other factors more
important such as caring for children.
Education versus grades in success-driven cultures such as Jewish or Asian families.
Utilizes collaborative teaching
Discusses a Nazi who had to work with a Black kid. The student was not a Nazi but held
conservative values.
Described a situation in which the principal came in and did not like all of the Black kids
sitting together called it (I believe these are Tim's words) a Ghetto atmosphere.
Teachers may be uncomfortable using CRP techniques. Old habits, some don't believe
that there should be cultural diversity.
In terms of training, you are preaching to the choir or there are naysayers. There must be
someone in between.
Training must provide motivation
Uses African American architects as an example of cultural inclusion in his teaching.
The new teaching strategy was on-line learning.
He likes to use discovery learning.
New learning requires ownership, make it their own.
Teachers don't use CRP because they don't care.
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Appendix E: Pre- and Postinterview Script
I want to thank you again for agreeing to participate in this study. The purpose of the
study is to investigate teachers use of culturally responsive pedagogy. Cultural responsive
pedagogy is defined as “a student-centered approach to teaching in which the
students' unique cultural strengths are identified and nurtured to promote
student achievement. The data collected in this study will be used to create
resources for teachers to help them successfully implement CRP.
As I mentioned in the consent form your privacy is of the utmost importance and I will
take every precaution to maintain your anonymity. I will not use your name, subject
taught, gender, ethnicity, age or any other identifier that may reveal who you are. The
data collected from the interview will be used for research purposes only. I am going to
begin recording our conversation now, will that be ok with you?
Post-Interview Script
Thank you for participating in this study, I sincerely appreciate it. My next step is
transcribe and analyze the interview. I might need to contact you in the future for
purposes of clarification or if I have additional questions, I will also send you a copy of
the transcript for you to verify for accuracy. I will also need a day or two of lesson plans,
if you can send those to me directly I would appreciate it. Do you have any questions at
this time?

